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 This study examined the effect of a self-determination program titled My 
Transition Portfolio on the self-determination skills of transition-age students with 
disabilities. The study served as pilot research for a program not previously subjected to 
experimentally controlled research. The study took place in six different classrooms with 
28 total participants. The study used a mixed methods format, with an experimental/ 
control group design with pre- and posttest measures and included a qualitative element 
of in-person interviews. Participants in the experimental group completed portions of the 
My Transition Portfolio program under the instruction of their teachers, while control 
group participants simply continued with their already planned classroom lessons. There 
were two pre- and posttest measures. First, students and their teachers completed the 
Self-Determination Inventory (SDI). Second, the student researcher completed one-on-
one interviews with student participants. The analysis of data collected showed a 
iv 
statistically significant difference between the two groups on pre to post measures on the 
teacher version of the SDI. However, there was no such difference on the student version. 
A discussion of the results follows, including a qualitative review of the interviews with 
participants and how the interview responses may support what occurred in the results 
from the student version of the SDI. This study did establish proof of concept for the 
program, and provided support for the potential effectiveness of the program in helping 
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 The successful transition for students with disabilities into adult roles and 
activities post high-school, including employment, participation in postsecondary 
educational opportunities, and inclusion in social activities, continues to be a challenge 
for these individuals. Research has established that the development of certain skills 
earlier on can support students with disabilities in making a successful transition into 
these adult roles. The development of self-determination skills is one such practice. There 
is a need in the field of education to further research in programs that are available for 
teachers in providing instruction in self-determination skills. This study sought to 
establish research on one such program titled the My Transition Portfolio. The cost of 
this program included the purchase of individual student workbooks and a copy of the 
teacher’s manual for each participating teacher. This cost was covered by the student 
researcher. The results of this study did establish the potential of the program to assist 
teachers in providing instruction in self-determination skills and that future research on 





Dedicated in loving memory to Christy. My friend, my sister, my angel,  





 First and foremost, I would like to thank my chair, Dr. Robert Morgan. Thank you 
for having the confidence in me to succeed at this Ph.D. adventure. I could not have done 
it if not for your unending willingness to give your time, energy, and support. Thank you 
for the many opportunities to learn and practice. I truly enjoyed, and learned so much 
from the collaborations, co-authoring and writing opportunities, co-presenting, and co-
teaching. I learned so much from your example as a professor and a mentor, and I will 
carry that with me as I now move into the same position as a professor, supervisor, and 
mentor. Thank you again Bob! I would like to thank my committee members, Dr. Tim 
Riesen, Dr. Jared Schultz, Dr. Kaitlin Bundock, and Dr. Sarah Schwartz, for the support, 
opportunities to collaborate, and the occasional random chats about whatever. Sarah, I 
could not have made it through the statistical analyses in this study without your help!  
 Next, I would like to thank my family, my biggest cheerleaders. Thank you all for 
your faith in me and your words of encouragement, support, love, and the occasional bag 
of snacks to help get me through. I would most like to say thank you to my sister, Myra. 
You have walked this Ph.D. path with me closer than anyone. You have listened to my 
complaints, encouraged through my moments of doubt, shouted profanities with me in 
my moments of frustration, and screamed from the rooftops with me in my celebrations. 
Thank you for walking with me through this. To my Dad, thank you for never doubting 
me, and throwing your full support behind anything and everything I have had to do 
through this program. Dad, Mom, Sjani, Myra, David, Justin, and spouses, and all of my 
amazing nieces and nephews, love you all to pieces! 
viii 
 To Christy’s mom, Linda. Thank you for seeing so much in that awkward 
teenager who became friends with your daughter. We have been through a lot over the 
years, and this never would have been my path if not for my relationship with her, and in 
turn you. Thank you for your continued love and support. You have been like a mom, and 
your unwavering faith in me has always inspired and strengthened me.  
I would like to give a huge thanks to Barb Blakeslee, author of the My Transition 
Portfolio program. Barb, you are an incredible teacher and are truly inspired in your 
commitment to your students. This is an incredible program, and it has been a privilege to 
use it as my dissertation topic. I look forward to more research in the future, and look 
forward to our lifelong friendship.  
Finally, I would like to thank Patti Schultz and Steve Stewart for the unique and 
fantastic set of circumstances that brought Steve and I together on his dissertation and 
provided me the first, albeit slightly crazy inclination that yes, maybe I do want to go get 
a Ph.D. Steve, I did it! Thank you for the opportunity and opening my eyes to the new 
possibilities. Again, to Patti and in turn, Allison Kasner, both principals at the Helen J. 
Stewart School, first school I ever taught at. You inspired me to be a better educator and 
to place such value on our students with disabilities and push them to their own limits and 
beyond. You inspired me in transition, and so many years later, here I am, moving 
forward to hopefully help inspire new generations of teachers in special education and 
transition. You were such examples in leadership and in doing the right thing for our 








ABSTRACT ...................................................................................................................  iii 
 
PUBLIC ABSTRACT ...................................................................................................  v 
 
DEDICATION ...............................................................................................................  vi 
 
ACKNOWLEDGMENTS .............................................................................................  vii 
 
LIST OF TABLES .........................................................................................................  xi 
 




 I. INTRODUCTION ............................................................................................  1 
 
 II. REVIEW OF THE LITERATURE ..................................................................  6 
 
  Post-School Outcome Data ..............................................................................  7 
  Federal Legislation ...........................................................................................  10 
  Evidence-Based Practices and Predictors .........................................................  12 
  Self-Determination ...........................................................................................  19 
 
 III. RESEARCH DESIGN AND METHODOLOGY ............................................  34 
 
  Purpose .............................................................................................................  34 
  Participants .......................................................................................................  34 
  Setting and Supplies .........................................................................................  38 
  Design ...............................................................................................................  39 
  Procedures ........................................................................................................  45 
  Data Analysis ...................................................................................................  50 
 
 IV. RESULTS .........................................................................................................  54 
 
  Statistical Analysis ...........................................................................................  54 
  Qualitative Review ...........................................................................................  57 






 V. DISCUSSION ..................................................................................................  65 
 
  Limitations ........................................................................................................  71 
  Future Research ................................................................................................  72 
 
REFERENCES ..............................................................................................................  75 
 
APPENDICES ...............................................................................................................  78 
 
 Appendix A: Recruitment Letters ....................................................................  79 
 Appendix B: Teacher and Student Informed Consents ...................................  82 
 Appendix C: Lesson Plans...............................................................................  89 
 Appendix D: Interview Transcripts .................................................................  100 
 Appendix E: Summary of Statistical Results ..................................................  130 
 Appendix F: Full Statistical Analyses, IBM SPSS (2018) Output .................  133 
 Appendix G: Portfolio/SDI Construct Breakdown ..........................................  201 
 
VITA ..............................................................................................................................  204 
 
xi 





 1. Experimental and Control Group Teacher and Classroom Demographics ........  37 
 
 2. Essential Characteristics and Component Constructs of the SDI:PTR and  
  SDI:SR ...............................................................................................................  43 
 
 3. Interview Questions ...........................................................................................  44 
 
 4. Teacher Feedback Survey Questions .................................................................  53 
 
 5. Summary of Separated Mixed ANOVAs Performed on SDI:PTR Scores ........  55 
 









 1. Estimated marginal means of overall score, SDI:PTR .....................................  54 
 







 The legislation outlined in the Individuals with Disabilities Education 
Improvement Act (IDEIA; 2004) brought a stronger focus on the need for more effective 
transition planning for students, ages 16 to 22 years, with the goal being positive post-
school outcomes that include employment, participation in postsecondary education 
opportunities, and increased involvement in community-based independent living and 
social activities. Despite the expectation that this planning and preparation occur while 
students are still in school, data from the National Longitudinal Transition Survey-2 
(NLTS2) shows that individuals with disabilities are achieving these positive post-school 
outcomes at a far lower rate than their same age peers without disabilities (Newman et 
al., 2011).  
 With the expectation that individuals with disabilities receive the education and 
training needed for a successful transition while still in school, educational research has 
focused on identifying what constitutes effective, or evidence-based, instructional 
practices (Odom et al., 2005). The identification of evidence-based practices is more 
complex within the field of special education because of the variability that exists due to 
the multiple disability categories and subcategories, which has an effect on instruction at 
the classroom level. While legislative efforts continue to push for a higher standard 
within education for all students, researchers and policymakers have recognized the need 
for identified research-based practices that are shown to contribute to positive outcomes 
(Odom et al., 2005). The import of identifying evidence-based practices within special 
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education and transition is supported by research conducted for the purpose of identifying 
what those practices are, and what potential connections exist between evidence-based 
practices and positive post-school outcomes (Test, Fowler et al., 2009; Test, Mazzotti et 
al., 2009). 
 The National Technical Assistance Center on Transition (NTACT), formerly the 
National Secondary Transition Technical Assistant Center (NSTTAC), has an established 
set of standards so researchers are able to rate the level at which practices can be 
considered evidence-based (retrieved from https://www.transitionta.org). NTACT 
provides a 4-level continuum on which practices are categorized. They are, (a) evidence-
based practices, which have the strongest level of high quality research and meet required 
indicators, (b) research-based practices, which have only a sufficient level of research and 
meet required indicators, (c) promising practices, which have only some research and 
may or may not adhere to the required quality indicators, and (d) unestablished practices, 
which are practices that may be recognized but lack the robust research to support their 
potential to support positive outcomes (retrieved from https://www.transitionta.org).  
With the passage of IDEIA (2004), and the increased expectation for teachers to 
use research-based practices in their classrooms, researchers have begun to identify 
evidence-based practices and predictors specific to transition and positive post-school 
outcomes (Test, Fowler, et al., 2009; Test, Mazzotti, et al., 2009). Among the predictors, 
self-advocacy/self-determination was identified with a potential level of evidence (based 
on the NSTTAC Quality Indicator Checklist) as a predictor for positive employment and 
educational outcomes (Test, Mazzotti, et al., 2009). In terms of evidence-based practices 
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in transition education, within the category of “Student Focused Planning” (based on 
Kohler’s taxonomy for transition planning; Kohler, 1996), Test, Fowler, et al. identified 
student involvement in their IEP meetings, including conducting a self-directed IEP 
(individualized education program), as having a moderate level of evidence. This 
research points to the potential for the teaching of self-determination skills, with the self-
directed IEP as one example in which students can gain and practice these skills, 
resulting in the potential for better post-school outcomes. 
 Research shows that there are strong links between instruction in self-
determination and increased student self-determination, and that teachers believe that 
instruction in self-determination is important (Wehmeyer, Palmer, Shogren, Williams-
Diehm, & Soukup, 2013). At the same time, there is a need for more research to create a 
causal relationship between self-determination interventions and the outcome of self-
determined behaviors for youth with disabilities (Wehmeyer et al., 2013). The purpose of 
this study was to pilot research for the My Transition Portfolio (Blakeslee, 2016), as it 
has not been subjected to experimentally controlled research to date. This study sought to 
systematically assess the potential of the program as one type of instructional tool to 
improve self-determination skills. The full program book consists of 14 sections, or keys, 
as each section identified within the program. This program, implemented by teachers, 
can help students walk through the process of identifying their dreams, interests, 
strengths, preferences and support needs as well as vocational and independent living 
goals. The potential end product is multifaceted. First, students will develop a physical 
transition portfolio that can be used within a self-directed IEP meeting or as a resource to 
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share information about themselves with potential employers, vocational rehabilitation 
counselors or post-secondary institutions. For example, using the portfolio in an IEP 
meeting, a student may describe individual strengths and interests leading to a transition-
related IEP goal. Second, each of the keys scaffolds upon other keys to help students 
develop self-determination skills and work toward independently directing their transition 
planning as well as their IEP meetings. For example, once a student has established a 
transition goal, that student may better understand the behaviors needed to develop to be 
able to reach the goal (such as describing strengths to parents and teachers, calling a 
Vocational Rehabilitation Counselor to get an appointment, etc.).  
The full program was too large to be completed within the scope and time-frame 
of this study, so three sections were identified to be used as the intervention. The three 
sections were selected as their content was specific to self-determination themes 
including identifying interests, goals, strengths and weaknesses and each section logically 
scaffolded on the other. The questions posed through both the survey and the interviews 
aligned with these themes, and each section built on the previous section in content and 
activities.  
Self-determination skills were measured pre- and post- intervention in two ways. 
The first measure of self-determination behavior was a comparison of pre- and post-
intervention scores on the Self-Determination Inventory (SDI; Shogren et al., 2012), a 
validated self-determination scale. The second came through observations and a 
qualitative review of participant responses during one-on-one interviews (see Table 3 in 
Chapter III of this document for list of interview questions). An additional survey, meant 
5 
 
to serve as a social validity measure, was given to the experimental group teachers once 
the study activities were completed to gain some feedback from them regarding their 
perspective on their use of, and potential effectiveness of the program (see Table 4 in 
Chapter III of this document for list of survey questions).  
All portions of this study took place across in six different high school and post-
high classrooms located within three different school districts and one charter school 
within one state metropolitan area. 
Finally, the results of this study will contribute to the current research in the 
following ways. This study will add to the literature base on self-determination as the My 
Transition Portfolio (Blakeslee, 2016) program has potential as a tool for teachers to use 
in teaching self-determination skills. Next, given that the My Transition Portfolio 
(Blakeslee, 2016) has not been subjected to experimentally controlled research to date, 
this study provides evidence showing proof of concept as well as the potential of future 





REVIEW OF THE LITERATURE 
 
 The purpose of this literature review is to lay the foundation for this study, which 
was designed to analyze changes in self-determination of students through participation 
in three sections of the My Transition Portfolio (Blakeslee, 2016). The literature review 
will first identify the fundamental issues facing individuals with disabilities as they make 
the transition into adult roles which include postsecondary education, employment and 
independent living opportunities and involvement within the community, as illustrated 
through current post-school outcomes data. The outcomes data are based on a national 
longitudinal study, and identify outcomes based on comparisons with individuals of the 
same age who do not have disabilities. Next, legislation which includes components 
specific to transition planning, namely the Individuals with Disabilities Education Act 
(IDEA, 1990, 1997) and the Individuals with Disabilities Education Improvement Act 
(IDEIA, 2004) will be described. Third, a background of the history leading to the need 
for, and establishment of evidence-based practices (EBPs) in special education, including 
more recent research identifying specific EBPs and predictors for post school success for 
individuals with disabilities will be reviewed. Finally, the connection between the need 
for effective tools and resources for teachers to use within classrooms settings to 
implement EBPs, and the potential for the My Transition Portfolio program to be one 
such program, will be established. Collectively, the literature review will establish the 
importance of providing instruction in self-determination to students with disabilities as a 
fundamental determinant of quality of adult life and a critical but missing component in 
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current high school curricula. 
 
Post-School Outcome Data 
 
 Adults with disabilities who have exited school continue to experience a poor 
level of success in post-school outcomes such as employment, participation in 
postsecondary education experiences and engagement in community settings, compared 
to their same-age counterparts who do not have disabilities (Newman et al., 2011). These 
results come from a report, funded by the U.S. Department of Education, Institute of 
Education Sciences (IES), analyzing data collected through the National Longitudinal 
Transitional Study-2 (NLTS2; retrieved from: https://nlts2.sri.com/index.html). The 
NLTS2 is a longitudinal survey, conducted as a follow up to the original National 
Longitudinal Transition Survey (NLTS), which took place from 1985 to 1993. The 
NLTS2 was conducted across 9 years, beginning in 2000, and surveyed a national sample 
of individuals with disabilities who were between the ages of 13 and 16 at the start of the 
study, as well as parents/guardians, teachers and principals. An analysis of school records 
was also included in the data collection process. The purpose of the survey was to gather 
descriptive data about transition age youth receiving special education services, to 
provide details about the characteristics of those individuals and their households, in-
school experiences, experiences as they transitioned out of school into adult settings, 
post-school outcomes data and the factors that contributed to positive post-school 
outcomes. As such, NLTS2 was an important glimpse into the extent to which young 
adults with disabilities were living self-determined lives. 
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 The survey was conducted in five Waves, the first including all of the following: 
(a) phone interviews and/or mail surveys (in Wave 1, this only included parent 
interviews); (b) student assessment (reading comprehension and vocabulary, math skills, 
science and social studies content knowledge); (c) school characteristic surveys; (d) 
school program surveys (surveyed general education teachers, school staff, and 
principals); and (e) a review of transcripts. While the student assessment occurred across 
Wave 1 and Wave 2, every student participant only completed the assessment once. The 
data collection in Wave 2 included all of the same instruments as Wave 1, excluding the 
school characteristic survey. Wave 2 also differed in that the phone interview/mail survey 
included both the parents and youth (Wave 1 did not include the youth). Data for Waves 
3 through 5 were collected through the parent and youth phone interview/mail surveys 
and the transcript reviews only (Newman et al., 2011).  
 The National Center for Special Education Research, under the IES, has 
supported multiple analyses of the NLTS2 data (https://ies.ed.gov/ncser/pubs/). Newman 
et al. (2011) authored the most recent analysis of the post-high school outcomes data, up 
to 8 years after participating students had left high school. Data from this analysis were 
classified under one of the following six domains: (a) postsecondary education, (b) 
employment status, (c) engagement in school, (d) employment and preparation for 
employment, (e) independent living, and (f) social and community involvement. Data 
from the final wave, collected from individuals with disabilities between 21 and 25 years 
of age, were compared to individuals in the same age group, not identified as having a 
disability based on national census data. For the purpose of this review, the focus will be 
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on data specific to postsecondary education, employment and community involvement 
outcomes as these areas are most often associated with self-determination in the transition 
literature (Shogren, Wehmeyer, Palmer, Rifenbark, & Little, 2013).  
In the area of postsecondary education, 60% of the young adults with disabilities 
were involved in some type of postsecondary education experiences, with a greater 
likelihood that those individuals accessed 2-year or community college settings over 
other options including vocational training, business schools, tech schools and 4-year 
colleges and universities. In the final phases of this survey process, only 41% of 
individuals reported having completed their postsecondary programs (Newman et al., 
2011). There is a potential connection between this, and that of those who were classified 
as having a disability in the public-school setting prior to graduation, only 63% continued 
to identify as having a disability post high school, and, of those who pursued 
postsecondary education opportunities, only 28% were documented to have 
communicated their disability to their postsecondary education program.  
At the time of the final wave of the NLTS2, 91% of those surveyed had been 
involved in some type of employment within 8 years after leaving high school, though 
only 67% held full-time employment (Newman et al., 2011). Of those working, around 
26% reported that they disclosed their disability to their employers and 7% of those 
acknowledged receiving supports or accommodations for their job. While 88% of those 
working at the time of the survey reporting positive feelings regarding their jobs, there 
was still a greater likelihood that they would quit their jobs.  
Under the NLTS2, community engagement was defined in terms of involvement 
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in postsecondary education or employment individually or in some combination of the 
two. The reasoning for this was partially due to the application of a broader definition of 
community engagement than that illustrated through the data collected on Indicator 14 of 
IDEIA (Newman et al., 2011) by including all types of employment (not just 
competitive), and any additional type of job training. Under this broad definition: (a) 94% 
of the individuals with disabilities who were surveyed reported engagement in one or 
more of these areas, (b) 30% reported engagement in employment only, (c) 42% 
identified involvement in both employment and postsecondary education, (d) 19% 
identified some sort of employment combined with other activities such as job training, 
and (e) 3% identified postsecondary education as the single activity of engagement. 
 In response to the results of surveys as the NLTS and NLTS2, the need for 
improved post-school outcomes began to be reflected in the legislative actions specific to 
education for individuals with disabilities. National data from these surveys were 
interpreted by key stakeholders and legislators to reflect the inadequacy of current 




The NLTS2 data are illustrative of the importance of effective in-school transition 
planning, as mandated by IDEIA (2004) and a strong relationship between school-based 
transition planning and activities, and positive post-school outcomes has been established 
in the literature (Haber et al., 2016). The 1990 Individuals with Disabilities Education 
Act (P.L. 105-17), which replaced the Education for all Handicapped Children’s Act of 
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1975 (P.L. 94-142), developed a stronger emphasis on transition planning, making it a 
requirement under the legislation. IDEA (1990, 1997) and IDEIA (2004) introduced 
transition planning as an ongoing component of the Individualized Education Program 
(IEP) and stressed that transition-age students with disabilities be actively involved in the 
transition planning process by attending their own IEP meetings starting no later than the 
age of 16 years, giving voice to their preferences and goals in terms of life after leaving 
the school setting. Some states, such as Utah, have lowered the required age to 14 (Utah 
State Office of Education, 2015) a move fully aligned with current research illustrating 
the connection between effective transition planning, utilizing evidence-based practices, 
and improved post school outcomes (Test, Fowler et al., 2009; Test, Mazzotti et al., 
2009). 
While IDEIA (2004) does not specify an exact format for how transition planning 
is supposed to be accomplished, ongoing research identifies an evidence base for 
transition planning which includes a focus on topics such as transition assessment, 
community-based instruction and self-determination (Test, Fowler et al., 2009; Test, 
Mazzotti et al., 2009).  
With the increased expectations for improved educational outcomes highlighted 
within legislation such as IDEA (1990, 1997), the Elementary and Secondary Education 
Act Amendments of 2001, and IDEIA (2004), the expectation that teachers utilize 
scientifically proven educational practices has been brought to the forefront. From this, 
multiple agencies and organizations have been actively pursuing research in how to 
identify such practices, what quality indicators should be used to make these judgements, 
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which specific practices can be qualified as evidence-based, and how to bridge the gap 
between research-supported evidence-based practices and actual implementation of those 
practices by teachers in classroom settings.  
Evidence-Based Practices and Predictors 
 
Evidence-Based Research Background 
 Spearheaded by The Elementary and Secondary Education Act Amendments 
(2001) to establish scientifically proven educational practices, the question became how 
to qualify specific practices as scientifically proven, or evidence-based (Odom, et al., 
2005). In 2002, the Institute of Education Sciences (IES) created the What Works 
Clearinghouse (WWC) to establish criteria for the evaluation of practices in education, 
and in turn, give definition to the standards by which EBPs in education should be 
identified as such (retrieved from https://ies.ed.gov/ncee/wwc/). In 2005, in answer to the 
need for identification of EBPs within special education, the Council for Exceptional 
Children’s (CEC) journal, Exceptional Children, published a special issue identifying 
quality indicators for classifying practices as evidence-based. The quality indicators 
presented in this issue were the result of the research collaboration of a task force 
established by CEC in January 2003 (Odom et al., 2005). The identification and 
implementation of evidence-based practices has been pursued further in making the 
connection between how interventions are carried out, and the importance of basing the 
use of interventions not only of the best available evidence, but also on the reasoning of 
professionals in the field and the perspective and context of the individuals receiving the 
intervention (Spencer, Detrich & Slocum, 2012).  
13 
 
Exceptional Children: Issue on EBP 
 The first study from this issue, titled Research in Special Education: Scientific 
Methods and Evidence-Based Practices, sets the stage for the discussion of EBPs within 
the field of special education, describing the importance of identifying effective practices, 
providing an argument for the inclusion of multiple research methodologies in the 
process, and an analysis of initiatives from within the medical and educational fields to 
identify EBPs (Odom et al., 2005).  
 Identifying scientifically proven practices in special education requires an in-
depth analysis of research methods that must account for two influential factors. First is 
the range of differences across those qualified under the special education umbrella in 
terms of disability categories and sub categories, including identifiers such as specific 
learning disability (under which attention deficit/hyperactive disorder is subcategorized), 
autism spectrum disorders, intellectual disabilities and emotional or behavior disorders. 
Second, the way in which special education services are provided varies greatly across 
the age span as well as within the school setting, where individuals may be in fully 
inclusive classroom settings all to way to self-contained classroom settings. Because of 
these factors, it is not feasible for researchers to identify research-based practices through 
a singular methodological lens. Thus, the inclusion of multiple research methodologies 
for use in the process of identifying quality indicators for, and establishment of, 
evidence-based practices in special education, makes more sense (Odom et al., 2005).  
 Historically, research in special education came out of the early medical 
perspective, as this was the field from which many of these early researchers were based. 
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Other research methodologies eventually came out of the disciplines of psychology, 
sociology and anthropology, leading to effective application of quasi-experimental 
designs. The creation and use of single-subject methods of research followed as the 
progression of educational research moved forward. With this progressive history of 
research methodologies as a foundation, the 2003 CEC research task force identified the 
following four research methodologies as essential to effectively answering the question 
of evidence-based practices within special education: “(a) experimental group, (b) 
correlational, (c) single subject, and (d) qualitative designs” (Odom et al., 2005, p. 138). 
While the methodology of the randomized control trial (RCT) is considered to be a “gold 
standard” by organizations such as the WWC, other methodologies, such as those listed 
above, have the potential to provide valuable information that may be less likely to be the 
outcome of an RCT method within special education settings (Odom et al., 2005).  
 At the time of this publication, several organizations and professional associations 
were working toward identifying effective practices within their fields, however, the 
special education community had not established quality indicators or guidelines for 
EBPs for special education. At the same time, the U.S. Department of Education was 
facing the pressure of providing an evidence base within educational practices (Odom et 
al., 2005). Since the time of this Exceptional Children special issue (2005), there have 
been several efforts and new publications regarding the development of EBPs in special 
education. The National Secondary Transition Technical Assistance Center (NSTTAC), 
funded by a federal grant, now known as the National Technical Assistance Center on 
Transition (NTACT), was initially charged with the task of identifying EBPs for special 
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education and transition. In response, two comprehensive literature reviews were 
conducted (Test, Fowler, et al., 2009; Test, Mazzotti, et al., 2009) in order to identify 
specific EBPs as well as predictors that were correlated with positive post-school 
outcomes. A description of these two reviews appears in the following section.  
 
Identifying Evidence-Based Practices in  
Transition 
  Test, Fowler, et al. (2009) conducted a systematic review of the literature to 
address the requirements that teachers use scientifically-based instructional programs and 
practices by identifying specific, transition EBPs, which have been shown to contribute to 
better post-school outcomes for individuals with disabilities. The initial literature search 
included multiple individual and combinations of terms, classified under the following 
larger themes: (a) student’s ages, (b) disability status, (c) transition services, and (d) adult 
life. The researchers included articles based on date of publication (1984 to March 2008), 
participants (who had to include at least one student with a disability), independent and 
dependent variables aligned with Kohler’s Taxonomy for Transition Programming 
(Kohler, 1996) or another specified post-school outcome and referred to transition in 
specific to the transition from high school (or post high school) into adult roles. The 
initial title search came up with 2,739 abstracts, which were reviewed, with an interrater 
reliability of 86.8%. From this, the researchers identified other possible articles for 
inclusion by reviewing other literature reviews and by identifying potential studies within 
the reference lists of the studies already identified for more in-depth analysis. The 
literature was narrowed even further based on the methodology employed followed by 
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whether or not they met the NSTTAC (now NTACT) quality indicator checklists, and 
were classified using the NSTTAC Decision Rules for Determining Levels of Evidence.  
From this comprehensive review, the researchers identified 63 studies that met the 
criteria of high or acceptable-quality studies, based on the NSTTAC Decision Rules, and 
were included in the next step of the analysis. Finally, for each practice, some of these 
articles may have been left off of the final results because the researchers only reported 
the minimum number of studies to establish a practice with a strong level of evidence. 
Once the minimum was reached, other studies on the topic were left out of the final 
results tables. This analysis resulted in the identification of 32 specific, evidence-based 
practices in transition, the majority of which dealt with the instruction of specific skills. 
The identified skills were categorized based on Kohler’s taxonomy: (a) student-focused 
planning, (b) student development, (c) family involvement, (d) program structures, and 
(e) interagency collaboration. Evidence-based practices were identified within each 
category except one, interagency collaboration, and were classified as having either a 
potential, moderate or strong level of evidence, based on the quality indicator checklists 
and standards from NSTTAC.  
While there were 32 EBPs identified through this comprehensive literature 
review, for the purpose of this study, the focus will be on the results from the EBPs 
identified under the categories of student-focused planning and practices in student 
development as this is where practices having to do with self-determination are 
identified. Under student-focused planning, involving students in IEP meetings, self-
advocacy strategies and the self-directed IEP were all identified as evidence-based 
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practices with a moderate level of evidence. Under the category practices in student 
development, teaching self-advocacy and teaching self-determination skills were both 
identified as evidence-based practices with a moderate level of evidence. 
The results from this review illustrated the need for further research on the EBPs 
identified as only two of the initial 32 practices were identified as having a strong level of 
evidence. Future research needs to be conducted in order to establish more of these 
practices with a strong level of evidence with the end purpose to be the identification of 
practices which lead to improved post-school outcomes. 
 
Evidence-Based Predictors 
A second systematic review was conducted by Test, Mazzotti, et al., (2009), the 
purpose of which was to systematically identify school-based experiences, activities or 
skills that have a correlational relationship with successful post-school outcomes such as 
employment, postsecondary education or independent living. While previous 
correlational research had been published on specific skills and positive post-school 
outcomes, there was a need for a synthesis of various research to identify evidence-based 
predictor variables with a strong correlation to positive post-school outcomes. The 
researchers conducted a comprehensive literature search of articles published between 
1984 and March of 2009, which utilized correlational methods that made connections 
between practices and outcomes.  
The initial search was conducted using multiple databases as well as search terms 
within several overarching themes such as methodology (correlation/relationship), 
participant selection (students and transition age youth), descriptors identifying disability, 
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and outcomes (post-school or post-secondary). Other articles were identified through a 
search of the NSTTAC’s review results (from the research they conducted in order to 
create the quality indicators). The initial search, including abstract review, resulted in the 
identification of 162 articles. Further review and analysis excluded articles that were 
opinion, literature reviews, evaluation of specific programs, and studies that did not use a 
correlational methodology or correlational analyses. Finally, the studies included in the 
review had to meet the following two criteria: “(a) predictor variables related to a 
secondary transition program or practice, and (b) outcome variables related to post-school 
education, employment, and independent living” (Test, Mazzotti, et al., 2009, p. 162). 
This process resulted in a total of 22 research studies that were used in the final analysis. 
From the analysis of these studies, 16 evidence-based predictors were identified using 
NSTTAC’s decision rules for determination levels of evidence for correlational research 
(no evidence, potential, moderate and strong level of evidence; Test, Mazzotti, et al., 
2009). Further classification was given to the predictors based on whether they correlated 
positively with the specific outcomes of employment, education and independent 
livening. Not every predictor had a correlation with all three of these categories, some 
only correlated with one. Of the 16 predictors identified, self-advocacy/self-determination 
was listed as a predictor of the outcomes of education and employment, with a potential 
level of evidence (based on NSTTAC’s scale; Test, Mazzotti, et al., 2009).  
The results of this review, in the identification of evidence-based predictors, 
provide a springboard for future research. First, all of the predictors were rated with 
either a moderate or potential level of evidence, none were identified has having a strong 
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level of evidence. One of the limitations of this review is found in the methodology of 
correlational research due to challenge in establishing a level of causation between the 
correlational predictor and outcome variables. This only adds to the need for future 





Self-determination as an EBP and predictor for post-school success for 
individuals with disabilities is still in need of additional research-based support in order 
to move it toward meeting the criteria for a strong level of evidence (Test, Fowler, et al., 
2009). IDEA (1990, 1997) and IDEIA (2004) brought the expectation that transition age 
students with disabilities be actively involved in the decision making and planning 
process for their transition into adult roles. This, however, was not the first time self-
determination had been identified as a set of skills and characteristics that individuals 
with disabilities should be taught and supported in (Ward, 2005). Prior to the application 
in the education field, self-determination was a concept connected more exclusively to 
the fields of philosophy, political science and psychology. Self-determination theory was 
defined by Deci and Ryan (1985) as “the capacity to choose and to have those choices, 
rather than reinforcement contingencies, drives, or any other forces of pressures, to be the 
determinants of one’s actions” (as quoted in Wehmeyer, 1999, p. 38).  
Self-determination in connection with individuals with disabilities first appeared 
in the 1970s in the writings of Benget Nirje, an advocate for the rights of individuals with 
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disabilities to have greater control and freedom over the choices in their lives (Ward, 
2005). In January 1989, the Office of Special Education and Rehabilitation Services 
(OSERS) conducted the National Conference on Self-Determination, which consisted of 
60 individuals, over half of whom had disabilities (Ward, 2005; Wehmeyer, 1999). The 
purpose of this conference was to develop recommendations for the advancement of self-
determination. As a result of the conference, and the recommendations, in 1989, the 
Office of Special Education Projects (OSEP) launched a grant competition for the 
development of model demonstration projects. Their goal was to “identify and teach 
skills necessary for self-determination, as well as the in-school and out of school 
experiences that lead to the development of self-determination” (Ward, 2005; Wehmeyer, 
1999). Projects funded under this grant competition utilized methodologies such as 
person-centered and futures planning as strategies to master self-determination skills, 
gave voice to the importance of individuals with disabilities “having dreams” in the self-
determined process and brought the concept of “People First” as a self-advocacy strategy 
(Ward, 2005). According to Wehmeyer, the research funded under the OSEP grants was 
less about affecting public policy, but more about defining necessary skills for self-
determination and identifying how educators could play a role in the process.  
 
Self-Determination Interventions 
 Although self-determination as a concept for individuals with disabilities has been 
well-established, it remained unclear what methods, programs, or tools used to teach self-
determination were associated with self-determined outcomes. Wehmeyer et al. (2013) 
sought to answer these questions. In this study, the purpose was to assess if the use of an 
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evidence-based self-determination intervention was associated with improved self-
determination scores for transition age students with disabilities, using a randomized 
control group methodology, following students across 3 years.  
The participants for this study, 371 high school students between the age of 14 
and 20 years, all receiving special education services, were recruited from six U.S. states 
(Arkansas, Kansas, Missouri, Nebraska, Oklahoma, and Texas). In order to be included, 
participants needed to be diagnosed with intellectual disability or specific learning 
disabilities, receive special education services, and have the capability to reliably respond 
to the measures used in the study. The reason the disability categories were limited to the 
two is because interventions used in the study were developed specifically for individuals 
within these two categories. There were 130 teachers, assigned as the primary teacher for 
the participating students, recruited from 80 high school campuses over 50 school 
districts. Once approval for participation was received from the 50 school districts, the 
high schools were randomly assigned to either the control or intervention group.  
The variable being measured in this study was the level of self-determination, as 
measured by The Arc’s Self-Determination Scale (SDS; a self-report measure) and the 
AIR Self-Determination Scale (AIR-S; a measure of capacity and opportunity for self-
determination), both of which had been normed and found to have adequate reliability 
and validity in their measure of self-determination. The intervention consisted of one of 
the following: (a) the ChoiceMaker Curriculum, (b) Self-Advocacy Strategy, (c) Steps to 
Self-Determination, (d) Whose Future Is It Anyway?, (e) the Self-Determined Learning 
Model of Instruction, or (f) the NEXT S.T.E.P. Curriculum. Teachers in the intervention 
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group were able to select which of the aforementioned interventions they would use 
during the course of this study, and had the ability to use more than one over the 3 years. 
The reason for this was because the purpose of this study was to measure the use of self-
determination interventions generally (not a specific program), and second, to allow 
teachers to choose an intervention based on their own and their student’s preferences and 
characteristics. Teachers were provided with training, and ongoing support, in the 
implementation of their selected intervention(s).  
The self-determination scales were used as pre- and post- measures for both 
control and intervention groups. Results from the AIR showed that, while all of the 
participants in both intervention and control groups had significant increases in their AIR 
scores across the 3 years, those in the intervention group had a significantly greater 
increase in their scores versus those in the control group. The difference in the control 
group is explained because all participants were in a high school setting, a time when 
students in general are learning about and working toward increased independence as 
they move toward exiting from school. Interestingly, the SDS measure showed varying 
results, with no initial significantly different results between the control and intervention 
groups. Further analysis of this data did show some differences when the data for specific 
disability labels and/or gender were analyzed in isolation. One of the possible reasons for 
the difference between the two measures, as explained by the researchers, was due to the 
differences between the AIR-S and SDS measures. The AIR-S, for example, seems to be 
more of a measure of the precursors leading to the development of self-determination 




From the results of this study, implications for future research call for 
examination of implementation of self-determination interventions or programs that 
translate into the acquisition of self-determination skills and characteristics. Another 
suggestion for future research is the need to compare individual self-determination 
curricula so teachers are better prepared to make choices regarding programs that will 
best meet the needs of their students. Although this study was the first, at the time of its 
publication, to examine causal relationships between specific self-determination 
interventions and the outcome of self-determination skills, this relationship also needs to 
be the focus of future research. A follow-up on this study was conducted two years after 
the completion of this study to analyze the potential relationship between self-
determination status and post-school outcomes (Shogren et al., 2013)  
 
Self-Determination and Post-School Outcomes 
 Shogren et al. (2013) conducted research as a continuation of Wehmeyer et al. 
(2013). The purpose of this study was to collect data on the post-school outcomes of 
participants of the previous study (Wehmeyer et al., 2013), identify possible connections 
between self-determination and those post-school outcomes, and take into consideration 
whether or not involvement in self-determination interventions during school had any 
influence. 
 There were 779 students with disabilities recruited for participation in this study, 
ranging in age from 14.3 to 21.8 years of age. These participants were recruited from the 
same individuals from both the aforementioned study (Wehmeyer et al., 2013) and an 
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earlier study (Wehmeyer et al., 2011). Participants came from 50 different school districts 
located within one of six states (Arkansas, Kansas, Missouri, Nebraska, Oklahoma, and 
Texas). Those who were still in high school at the time were still included if they had 
contributed data to the two previous studies.  
 The researchers utilized baseline measures that included demographic information 
and self-determination measures from the previous study, as well as responses to an adult 
outcomes survey and updated self-determination measures, in the data collection 
procedures. The adult outcomes survey came from previously published research and 
included questions categorized under five domains: (a) employment, (b) community 
access, (c) financial independence, (d) independent living, and (e) life satisfaction.  
 The results of this study do point to a positive relationship between the 
development of self-determination skills while still in school and positive post-school 
outcomes, but there are multiple complexities to be considered when interpreting this 
result. One such issue is found in the variability between the constructs identified within 
each of the five previously mentioned domains as the evaluation of these constructs 1- 
and 2-years post-school varied across the domains due to factors such as the tendency for 
individuals with disabilities to remain dependent on family for financial and living 
supports, even after leaving high school. The results also support the progression of self-
determination skills as measures of self-determination successively increased. Self-
determination at year 3 (the end of the previous study) was a predictor to higher levels of 
community involvement and employment post-school. These results evidenced a 
correlation between high levels of self-determination skills at the time of leaving school 
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and adult outcomes, such as employment up to 2 years following school completion. 
Future research needs to address whether this same correlation continues beyond 2 years 
post-school. Self-determination at year 3 was found to be a predictor for increased 
community access, but self-determination at year 3 was not found to be a predictor for 
independent living or life satisfaction post-school, a result that was surprising to the 
researchers.  
 In terms of exposure to self-determination instructional interventions and post-
school outcomes, the results were less definitive. Both the intervention and control 
groups from the previous studies experienced, for example, lower levels of community 
access and employment 2 years post-school, however, those in the intervention groups 
showed less decline in these areas than the control group. One possible explanation was 
their level of self-determination skills and characteristics which assisted them in being 
more stable in their community based and employment settings. 
 Overall, the results of this study illustrated the potential correlations between self-
determination, self-determination interventions while still in school, and the acquisition 
of positive post-school adult outcomes. This finding was particularly positive in the 
relationship between self-determination and employment outcomes, but future research 
needs to focus on the impact of self-determination interventions on post-school outcomes. 
The results of this research, and the previous study, also illustrate the need for research to 
focus on self-determination curricula. 
 
Self-Determination Curricula 
With the increased focus on instructional interventions and methods in self-
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determination, researchers have continued to pursue opportunities to develop and 
evaluate self-determination curricula including the Choice Maker Self-Determination 
Curriculum, and assessments such as the AIR Self-Determination Assessment and the 
ARC Self-Determination Scale (Test, Karvonen, Wood, Browder, & Algozzine, 2000). 
The value of assessing and teaching self-determination skills has been illustrated through 
various studies involving these and other curricula. Test et al. conducted a review of self-
determination curricula and utilized the following eight self-determination components in 
the review process: (a) choice/decision making, (b) goal setting/attainment, (c) problem-
solving, (d) self-evaluation, observation and reinforcement, (e) self-advocacy, (f) 
Inclusion of student-directed individualized education programs (IEP), (g) relationships 
with others, and (h) self-awareness. The researchers identified 60 curricula for teaching 
self-determination through this review. Although there are strengths and weaknesses to 
all curriculum options, the common goal is to prepare students with disabilities to be 
more independent, self-determined adults and achieve more positive post-school 
outcomes. One potential shortcoming in many of the programs identified here is the lack 
of an end product, beyond a resume or completed application, for example. Within the 
umbrella of self-determination but outside of specific interventions, one idea that has 
gained momentum is the use of a transition portfolio to serve as a physical tool that can 
assist students as they move through their individual transitions (Glor-Scheib & 
Telthorster, 2006).  
 
Transition Portfolios 
 A portfolio is defined as “an organized collection of student products” (Gallagher, 
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1998, as cited in Glor-Scheib & Telthorster, 2006, para. 2). This definition also shifts 
what has been previously accepted, that the portfolio is simply a form of assessment of 
the student, to an active collection of evidence and products illustrating the student’s 
strengths, preferences and skills. A portfolio developed by students in transition may 
represent a permanent product related to and illustrating one’s self-determination. Glor-
Scheib and Telthorster make the argument that the use of a portfolio can assist transition 
age students in developing and practicing self-determination skills. 
 Glor-Scheib and Telthorster (2006) provide several general guidelines for the 
creation of a transition portfolio, beginning with planning and formatting. The authors 
stress the importance of the individual student becoming familiar with the IEP process, 
the components of the IEP the student needs to be able to contribute to, and the role the 
student plays in the process and IEP meeting itself. In this, students need to be able to 
identify specifics about their own lives and how those themes can contribute to their 
transition into post-school outcomes.  
 The authors further recommend that the portfolio not only be used as a tool for 
use in IEP meetings, but that it could also be used as part of a graduation project. There 
are multiple skills involved in the process of creating a portfolio that could generalize 
into other settings. The portfolio could also be used as a means to more effective 
communication with others, in IEP meetings as well as in future interactions.  
 Black (2010) provides more detail on the use of portfolios within transition 
planning. Following details regarding the challenges faced by transition-age students with 
high-incidence disabilities in advocating for themselves, particularly in the employment 
28 
 
and postsecondary education settings, the author identifies the potential for the 
development of a portfolio to assist in the promotion of self-advocacy skills.  
 Suggestions of the processes to consider in the development are based on the 
answers to the following three questions (Black 2010, p. 120):  
1. Will the portfolio be used for a job or college interviews? 
2. Does the student want to use the digital transition portfolio as a showcase of 
all skills or just the skills specific to the IEP? 
3. Should the portfolio serve as a cumulative collection of personal data or 
demonstrate student reflection and progress? 
 
Once a purpose is identified for the portfolio, the next decisions revolve around 
the content to be included in the portfolio. The suggested items, though not a 
comprehensive list, include: the current IEP, transcripts, special education eligibility 
documentation, typical accommodations, typical assistive technologies, letters of 
recommendation, important medical information such as allergies, behavior support 
plans, information about primary communication mode, work samples, video clips 
demonstrating skills in context, photos, presentations, attendance records, test scores, 
homework samples, writing samples, learning style, likes and dislikes, needs and 
preferences and the transition plan. The organization of the content within the portfolio 
can be done in multiple ways, using various digital formats, depending on how the 
student wants to put it together, the technology the student chooses and/or has access to. 
Overall, the use of a portfolio using this article as a source for ideas and guidelines, is in 
alignment with and supportive of the goal for students to gain and practice self-advocacy 
skills and in turn, develop self-determination skills.  
 While these two articles highlight some of the benefits of portfolios and elucidate 
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the process for constructing the portfolio, none provide solid step-by-step processes, 
activities or templates to guide the development process (Black, 2010; Glor-Scheib & 
Telthorster 2006). Further, although the argument is made regarding the benefit of 
portfolio development and use in terms of strengthening self-determination skills, none of 
the previously identified self-determination curricula end with a product such as a 
portfolio. This is where a new self-determination program by Blakeslee (2016) has some 
potential. 
 
My Transition Portfolio 
 Blakeslee (2016) developed a step-by-step, student directed program, resulting in 
the product of a completed portfolio. The format of the program consisted of 14 steps, or 
“keys,” each of which included multiple components laid out in a template format with 
prompts and checklists, written in first person, for students to use as a straightforward 
guide to identifying the needed information about themselves. The products from each 
key were gradually added to a transition portfolio notebook, belonging to the individual 
student, which were used in IEP meetings, meetings with Vocational Rehabilitation 
counselors, or employers.  
The first key lays a foundation for self-determination and the basis for each 
individual student’s goals. This key is titled “My Dream,” and it serves as a starting point 
and foundation. There are two components within this key, the result of the first is that 
students develop a dream statement based on broader questions about self-identified 
skills, dreams and goals for the future and culminating with a “Dream Statement Poster 
Project.” Key #2 is “Share Your Own Story” under which students are guided through 
30 
 
writing about their life, their personal history, school history, likes and dislikes from 
different time periods, information about their families and friends, and are prompted to 
include pictures and describe those pictures. Key #3, “My Communication,” guides 
students through the identification of their comfort level with different types of 
interactions with others, what their preferred format for communication is, how 
comfortable they are with technology and what assistive devices they may need for 
successful communication.  
Key #4 is “My Selfie and My Favorites.” Students begin this section by taking a 
selfie and adding it to their portfolio notebook. The section then guides them through 
getting far more in depth into their own preferences than they initially did in the “My 
Dream” section. This section poses questions specific to things like favorite music, 
movies, games and sports; favorite events, places in the community or travel destinations; 
ideas about service opportunities and individual style preferences. This key also includes 
a section where students with physical disabilities can identify their mobility and access 
strengths and needs. Key #5, “My Self-Assessments,” begins with guiding students 
through a self-assessment, where they begin to identify in greater detail what their 
strengths are under categories such as emotional, recreation, education, physical, 
financial, relational and spiritual. Using various graphic organizers, students then identify 
their strengths and weaknesses, things they can change and things they need to accept, 
and helps them identify their strengths in relation to future jobs. 
Key #6 is “My Career Research,” and begins guiding students toward serious 
considerations regarding potential jobs. Under this key, students begin to identify and 
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research jobs they would like to do, the tasks they could complete for that job, as well as 
the knowledge, experience, skills, personality, technology skills, education they would 
need in order to get that job. This section also includes a section on resume development, 
job application and job interview practice. Key #7, “My Transition Plans” builds on the 
foundation of the previous keys in helping students apply all of the concepts into the 
actual process of transition planning. The next key, #8, “My IEP and Transcripts,” walks 
students through the process of identifying the components of their IEP, specifically their 
goals, given space for them to identify how they feel about their goals, and if followed 
with an outline to assist students in leading their own IEP meetings. The physical 
portfolio is meant to be a tool for students to use as a reference and guide in leading their 
IEP.  
Key #9 is “My Culminating Project.” This is where students take their portfolios, 
as developed up to this point, and create a visual project using a program such as iMovie 
or other application, in order to create an electronic version of their portfolio. Part of this 
process includes the development of a script so as to narrate their visual portfolio.  
Key #10, “My Graduation and Adult Life,” begins the section of the program that 
focuses on life after high school. While keys 10-14 focus on post-school experiences, 
these sections are still meant to be taught and walked through while students are still in 
school so they have experience and examples with each section when they leave, and will 
thus be able to continue using the outlines as references for continued development of 
their portfolios. Key #10 provides prompts for the student to respond to regarding their 
transition, asking questions about graduation, post-secondary education and training for 
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example. Key #11, “My Work Information,” is an outline to help students become better 
acquainted with their work settings and includes prompts for identifying details such as 
co-workers’ names, who to contact if there are problems at work, how to call in sick, the 
types of conversations that could be had, and assessments used in the specific work 
environment. Key #12 is “My Adult Service Agencies” and provides an outline and 
format for students to be able to keep track of the various agencies they may be 
connected with for resources, including contact information for specific representatives. 
Key #13, “My Money” gives an outline for the process of creating a budget, identifying 
expenses, and keeping track in income, including SSI. This key also includes a section 
specific to keeping a wallet organized, and identifies types of documents and items that 
should and should not be kept in a wallet.  
The last key, #14, is “My Independence.” This key, building on the previous one 
on money, goes into greater detail about independent living tasks and skills such as 
grocery shopping, living in your own place or with a roommate, considerations prior to 
choosing a living space, specifics about transportation and the nuances of traveling and 
vacationing. 
The My Transition Portfolio program is unique from other self-determination and 
portfolio programs in several ways. First, there is a teachers’ edition available to assist 
teachers in planning lessons, teaching and assisting students as they work through the 
different keys. Second, the format of the program is simple, but still age appropriate, and 
utilizes various visual organizers, including text boxes, tables and flow charts, to assist 
students in completing each of the sections. Finally, in accordance with the research that 
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the creation of this program was based on, the outcome skills identified in the program, 
such as identifying individual skills, preferences and needs, conveying a dream, and 
developing and practicing the skills needed to self-advocate, communicate and lead an 












 The purpose of this study was to conduct pilot research and establish proof of 
concept through a systematic analysis of self-determination outcomes following 
instruction in several components of the My Transition Portfolio program (Blakeslee, 
2016). Self-determination outcomes were measured first through the use of the Self-
Determination Inventory: Student Report (SDI:SR; Self-Determination.org, 2019a) and 
the Self-Determination Parent/Teacher Report (SDI:PTR; Self-Determination.org, 
2019b), both research-based and validated self-determination surveys, completed by each 
participant and their teachers. Second, a qualitative analysis of transcripts from one-on-
one interviews with participants was conducted and responses on the SDI:PTR and 
SDI:SR. Activities addressed the following research questions.  
1. For transition-age participants with disabilities following instruction in three 
keys from the My Transition Portfolio program (Blakeslee, 2016), will there 
be a significant difference between pre- and post-scores on the self-
determination scale, as measured by scores on the SDI:PTR and SDI:SR? 
2. For transition-age participants with disabilities following instruction in three 
keys from the My Transition Portfolio program (Blakeslee, 2016), will there 
be observable differences in verbal responses to questions, during one-on-one 
interviews, as measured by a qualitative analysis and comparison of responses 





 Participants for this study were transition-age students with disabilities attending 
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high school or post-high programs from four school districts and one charter school 
within the Salt Lake and Cache County areas. Participants were between the ages of 16 
and 21 and receiving special education services under an IEP within a school-based high 
school or post-high transition program. Participants were required to have a functional 
mode of communication and had to be able to understand, comprehend, and respond in 
English to be able to complete the My Transition Portfolio (Blakeslee, 2016) workbook 
activities as the program was not currently available in other languages and the 
interpretation or translation of materials was beyond the scope of this study. This was 
also a necessity for the same reasons with the one-on-one interviews with participants. 
All participants in the study spoke English as their primary language and had to be able to 
read and comprehend at about a second-grade level to complete not only the activities in 
the program but also to complete the SDI:SR. This was adjusted a bit as the teachers 
reported that some students could understand, comprehend and respond to the content, 
but that their reading level might not be enough to comprehend by just reading it 
independently. As this question came from every teacher, they were permitted to read 
questions and workbook prompts out loud to students as they worked through the 
program. In cases where this same challenge inhibited participant’s ability to construct 
written sentences independently, teachers were also permitted to script their verbal 
responses that they could then copy into their workbooks.  
 After initial recruitment, 11 teachers consented to participate in the study, but four 
dropped out prior to the start of the study activities because they either changed their 
mind about participation or were unable to recruit students to participate. Seven teachers 
36 
 
started the study with a total of 35 participating students. One teacher, assigned to the 
experimental group, was dropped after she had started to implement the intervention for 
the following reasons. First, she was continually unprepared as directed for lessons with 
the students, which was documented when the student researcher conducted observations 
with her. Extra support and instruction was provided by the student researcher, but over 
three in-person observations and several phone calls, she continued to fail to meet the 
preparation expectations or follow the prescribed methods in her instruction that were 
expected for participation. Dropping this teacher from the study also meant losing her 
four participating students. Additionally, after the start of study activities, it became 
necessary to drop three other participants after working with them closely revealed that 
they did not meet all of the inclusion criteria, particularly in the area of functional 
communication. This left a total of six teachers and 28 students who participated in the 
study in its entirety, four teachers and 15 participants in the experimental group and two 
teachers and 13 participants in the control group. A power analysis conducted prior to the 
start of the study did support that this sample size was adequate. Specific demographic 
information such as the age a disability of each individual participant was not collected in 
this study, however general age and disability information for the classrooms in which 
participants were students during the course of the study is summarized in Table 1.  
All four post-high programs were heavily community-based. Three of the four 
were located in their own buildings separate from other schools or classrooms so they 
were inclusive to the extent that the community-based programming provided real-life 
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6 3 High 
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Note. High school level included students in grades 10-12; post-high refers to programs within the school 
district for students who are post 12th grade. Years teaching refers to the number of years each participating 




though the program did not actively participate in the high school activities as their focus 
was also on community-based activities and instruction. One of the high school programs 
was a self-contained classroom, though the teacher had her students regularly included in 
mainstream classes and had students participating with their same-age peers in various 
activities within the school. This teacher also participated in community-based 
instructional activities with her students. The final high school classroom was in a charter 
school (K-12) that exclusively served students with autism spectrum disorders and other 
intellectual disabilities. At the time of this study, the classroom in the charter school did 
not actively participate in community-based instructional activities so the opportunities 
for inclusive activities with same-age peers was far more limited than the other programs.  
 
Setting and Supplies 
 
 All activities for this study took place within the individual classrooms where 
participants were students. Teachers conducted the instruction and participants completed 
the pre- and post-surveys within their classroom settings. The pre- and post-interviews 
were conducted either in the classrooms or another specified office or room within the 
school building. Computer access for participants and teachers was required as both the 
SDI:SR and SDI:PTR were web based and some activities within the My Transition 
Portfolio (Blakeslee, 2016) workbook required participants to search for information 
online. A printer was needed as some activities recommended printed pictures, though 
some teachers chose to complete the activities using digital formats rather than actually 
printing off pictures and other information. Individual copies of the My Transition 
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Portfolio (Blakeslee, 2016) student workbook were provided for each participant, and 
copies of the My Transition Portfolio: Teacher’s Edition (Blakeslee, 2017) were provided 
to participating teachers by the student researcher. Any other needed supplies, such as 
poster board for a specific activity within the student workbook, were provided to 




 A mixed methods design using a single experimental and control group with pre- 
and post-test measures was used to answer the research questions in this study. The pre- 
and post-test measures included a quantitative analysis based on pre- and post-score data 
from the SDI:SR and the SDI:PTR, both of which provided results that were compared 
and analyzed for statistically significant changes. The second measure was a qualitative 
review of the transcripts of one-on-one interviews with each participant. This qualitative 
approach was selected because the variation of responses across participants was 
considerable and an analytic, quantifiable method was not feasible. A third measure of 
social validity, through the use of a feedback survey given to teachers in the experimental 
group, was the final method used.  
 
Intervention 
The intervention consisted of three sections, or keys, as termed within the My 
Transition Portfolio (Blakeslee, 2016) program. The three keys that were included (in full 
or specific components from, identified here) were: 
Key #1: My Dream (Entire section, Student Workbook, pp. 22-26) 
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Key #5: My Self-Assessments (Entire section, Student Workbook, pp. 108-118) 
Key #6: My Career Research (Following sections: My career research, my career 
strengths and job choice graphic organizers, my career research report outline and 
my career research write-up, Student Workbook, pp. 120-128) 
 
These three keys were selected for this study for two reasons. First, with a total of 
14 keys in the program it was too large to be completed in its entirety within the 
timeframe of this study. Second, after a comprehensive review the keys, these three were 
selected as their content aligned to self-determination themes as well as the questions 
posed on the SDI:SR and SDI:PTR (i.e., identifying interests, goals, strengths and 
weaknesses), and each section logically scaffolded on the other. Initially, there was a 
fourth section that was to be covered, but it was cut from the lesson outline after the start 
of the study but before anyone had started the section, for the following reasons. First, it 
became apparent that this was one section too many for teachers based on the time it was 
already taking for them to complete the other lessons. Second, the section that was cut 
was specific to students leading their own IEPs, and, after careful consideration, the 
student researcher decided that this section went beyond the scope of the core purpose of 
this study as the IEP process was not a component being assessed.  
Decisions regarding sections to be included as well as the expected pacing were 
based on the following. First, the student researcher conducted an in-person observation 
of Miss Blakeslee teaching sections of the My Transition Portfolio (Blakeslee, 2016) 
program with her own students (May, 2017). Second, the student researcher developed 
the lesson plans for this study with feedback provided through personal email and phone 
communications with Miss Blakeslee (between September 2017 and December 2017). 
The lessons for this study were planned to take an hour each and between three and six 
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weeks to complete the lessons in their entirety. An additional one to two weeks was the 
expected additional time for teachers and participants to complete the pre- and post- 
measures. The expected timeline for the study activities in their entirety was seven to 
nine weeks.  
Of the experimental group teachers, three completed the lessons within 8 weeks, 
with an extra 1 to 2 weeks added for the pre and post measures. Each of these teachers 
completed a single lesson in a week, usually broken into two different sessions. One of 
the experimental group teachers completed her lessons across 14 weeks (this number 
does not include the Thanksgiving and winter break weeks that landed in the middle of 
this teacher’s implementation). This teacher initially spaced single lessons out across one 
to two weeks, but after the first couple weeks rearranged her schedule to be able to get 
through a single lesson in a week. She was initially spending more time on the first lesson 
than was necessary, as observed by the student researcher. The student researcher 
discussed this with her and stressed that she not overthink the lessons, and try to get back 
on track with the pacing, which she was able to do. The other reason for this teacher’s 
longer time line is that she was teaching a single lesson in 15- to 20-minute individual 
sessions across an entire week as this was the way it fit best into her schedule. With the 
challenge of short weeks and holidays, completion of some lessons moved into the 
following week.  
Of the control group teachers, they completed their six expected lessons between 
5 and 7 weeks, with an additional 1 to 2 weeks for the pre and post measures. The 
instruction that the control group teachers received was to instruct using lessons they 
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already had prepared, or to simply continue with what they were already teaching (so 
long as it was not from a specific or published program). Because of this, the timeline for 
completion for these teachers was shorter as they were not working with new content. 
 
Self-Determination Outcomes  
Self-determination outcomes were measured through a statistical analysis of pre- 
and post-scores on the SDI:SR and the SDI:PTR, completed by both the experimental and 
control groups. Next, a qualitative review of student responses during one-on-one 
interviews was conducted with all of the experimental and control group participants. 
Lastly, a summary of survey responses from the teachers regarding their experience with 
the program served as a social validity measure for the program. Each of the measures is 
described below.  
SDI:SR and SDI:PTR. Each participant completed the SDI:SR for themselves, 
and teachers completed the SDI:PTR for each of their students participating in the study. 
Both versions of the survey were completed through an online platform by and for each 
experimental and control group participant, pre- and post-intervention. Both formats 
asked the same number and type of questions, the only difference between the two being 
the use of first-person language on the student report versus third-person language on the 
teacher report.  
The SDI generated several scores across three levels. First, an overall score was 
generated for the entire survey. Second, scores were categorized under one of three 
essential characteristics (volitional action, agentic action and action-control beliefs). 
Third, within each essential characteristic, scores were broken down into seven 
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component constructs (autonomy, self-initiation, pathways thinking, self-direction, 
control-expectancy, psychological empowerment, self-realization; see Table 2).  
 
Table 2 
Essential Characteristics and Component Constructs of the SDI:PTR and SDI:SR 
Overall score Definition 
I. Volitional Action “Making intentional, conscious choices based on one’s 
preferences and interests” 
a. Autonomy “Acting based on one's preferences, interests and abilities 
without undue outside influence” 
b. Self-Initiation “Initiating action to achieve a goal, using past experiences to 
guide you” 
II. Agentic Action “Self-directing and managing actions toward goals” 
a. Pathways Thinking “Identifying many different ways to solve problems that you 
encounter in working to reach your goals” 
b. Self-Direction “Directing the actions that you take toward your goals and 
responding to challenges and opportunities” 
III. Action-Control Beliefs “Recognizing your own abilities and believing they will help 
you achieve your goals” 
a. Control-Expectancy “Believing that you can use your skills and the resources (i.e., 
people, supports) around you to reach a goal” 
b. Psychological Empowerment “Believing that you have with it takes to reach your goals and 
that you can reach your goals when you try” 
c. Self-Realization “Using what you know about your personal strengths and 
weaknesses to act in ways that lead to your goals” 
Note. Definitions are directly quoted from the Self-determination inventory: Self-report (SDI:SR): Student 
report guide (2019), pp. 4-7. 
 
One-on-one interviews. The second measure involved a one-on-one interview 
with each experimental and control group participant, pre and post intervention. The 
student researcher recorded interviews using GoReact® (https://get.goreact.com), an 
online program which provided a secure and FERPA compliant tool for creating, storing 






1.  Tell me about your strengths, what things do you do best? 
2.  Tell me about the things you like to do. 
3.  Tell me about things that you don’t like to do. 
4.  Tell me about your goals for when you graduate and leave school? 
5.  What kind of job do you want to get? 
6.  What will you need to do to get that job? 
7.  Tell me what you think about going to college, or attending another type of adult education 
program. 
8.  What kinds of classes do you want to take when you leave school, either in a college or 
community program? 
9.  What will you need to do to get into college, or another program to access those types of classes? 
10.  Do you plan to live on your own? If so, where do you plan to live? 
11.  What will you need to do in order to reach these goals?  
12.  How do you think the strengths you told me about earlier will help you as you work toward your 
goals? 
13.  What do you do when something doesn’t work out, such as not getting a job you applied for? 
14.  What are some things you might consider weaknesses? 
15.  What can you do to overcome those weaknesses?  




researcher made every effort to pose questions exactly as written, however, there were 
occasions where the format or wording in a question was modified for clarification. For 
example, there were instances when it was obvious that the vocabulary or construction of 
the sentence was too wordy or confusing, making it difficult for students to understand, 
particularly for those who showed slower processing skills. In these cases, the questions 
were posed again and either asked in more than one part, or asked with shorter and 
simpler vocabulary. There were times when students would ask a clarifying question as 






Following approval from the university IRB, as well subsequent approvals from 
the school districts and the charter school, teachers were recruited first, who in turn 
handled recruitment of students. The special education directors or transition specialists 
within the districts provided the contact information for high school and post-high 
teachers they expected would be interested in and willing to participate in the study. 
Those teachers were then contacted by email and provided first with a link to the 
electronic version of the recruitment letter (see Appendix A), and if they expressed 
interest through response to the initial letter, they were sent a link for the electronic 
version of the consent form (see Appendix B). Both the recruitment letter and the consent 
form for the teachers were created in electronic format using Qualtrics™ (2018) software 
and responses were collected through that program.  
Once teachers had consented, they were provided with the recruitment letters and 
consent forms for their students. The original plan for recruitment was that students 
would receive a copy of the recruitment letter, which would be signed and returned to the 
student researcher. The student researcher would then contact those participants or their 
parent/guardian to provide the consent form and answer any questions which may have 
come up. This process was changed as the districts requested that both the recruitment 
and subsequent consent forms be handled by teachers in order to better protect student 
confidentiality. Because of this, the student recruitment letter (see Appendix A) became a 
cover letter to the student consent form (see Appendix B), and both were sent home and 
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collected by individual teachers. While electronic copies of these forms were also 
available to teachers for student recruitment, all teachers requested hard copies for 
students citing the issue that some parents may not have a computer in the home. 
 
Group Assignment  
The original timeline for this study planned for all recruitment procedures to be 
completed prior to beginning teacher training or the start of study activities. However, 
because of the process of receiving approval from district level IRBs combined with the 
varying spans of time necessary to recruit teachers and subsequently recruit students, it 
became imperative to begin study activities at staggered intervals. Randomization was 
attempted at the teacher level by using a random number generator to assign teachers to 
the experimental or control group prior to anyone beginning the study activities. This 
process had to be adjusted as the number of participants per teacher at the time of 
randomization was not known. This meant starting teachers as they completed student 
recruitment and switching teachers from one group to the other prior to beginning any 
study activities in order to have an even number of participants in each group.  
After all of the teachers had started the study activities with their participating 
students the number of participants were initially almost even between the experimental 
and control groups. As one teacher had to be dropped, and three other participants were 
dropped because of not meeting inclusion criteria, the control group numbers were higher 
than the experimental group, and a change needed to be made. To even the numbers out, 
one teacher from the control group, who had four participating students, was moved to 
the experimental group. The choice to switch this class instead of the other two was made 
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because the other two control group classrooms both had a larger number of participants 
and moving either of those classrooms would have still left the groups largely uneven. No 
other switches between groups were made through the rest of the study.  
 
Teacher Training 
Once teachers were assigned and ready to begin, the student researcher met with 
each one individually to provide an overview of what they would be doing, paperwork 
they needed to complete, and training on the My Transition Portfolio (Blakeslee, 2016) 
program for those in the experimental group. This was a change from the original plan, 
and also a deviation from the description of the sequence of events found in the teacher 
recruitment letter and consent forms (see Appendices A and B). Because of the need to 
get teachers started when they were ready, it was not feasible to provide training to 
teachers as a group, so the student researcher met with them one-on-one.  
Experimental group. The experimental group consisted of four teachers and 15 
participants (students per teacher: 5, 4, 4 and 2). Prior to the start of the study, teachers 
were provided with the program books and teacher’s manuals as well as a set of lesson 
plans outlining six lessons that covered the content of the three keys to be taught (see 
Appendix C). The lessons plans were not a scripted set of steps teachers were required to 
follow word for word. Rather, to allow for teachers to instruct in such a way that would 
be best suited for the individual and unique needs of each of their students, the lesson 
plans served as a checklist of concepts to be covered. There were step-by-step directions 
that guided teachers through each section and identified specific concepts and program 
components to be addressed within each step. Each lesson plan also served as a checklist 
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where each teacher was instructed to check off that yes, each step had been completed. 
These lesson plans were collected at the end by the student researcher to verify that all 
sections of each lesson had been covered, as well as an attendance tracker so that it could 
be verified that each participant also completed all required sections of the program.  
Control group. The control group consisted of two teachers and 13 participants 
(students per teacher: 6 and 7). Prior to the start of the study activities, the student 
researcher met with each teacher to describe the study and what they would be required 
to do. The expectation for these teachers was to provide six lessons between the pre- and 
post- measures and record the topic of those lessons on a tracking sheet on which they 
also tracked the attendance of their students. There were two general guidelines given for 
lessons. First, teachers were to avoid using an already published structured program 
because the purpose of this study was to compare the My Transition Portfolio (Blakeslee, 
2016) program to a setting where no specific program was in use. Second, to avoid 
putting any undue burden of additional preparation on teachers, their lessons were to 
come from something they had already prepared and either taught previously or were in 
the process of teaching at the time of the study. The first teacher had already started a unit 
on transportation and the other was working on a social skills unit. Although neither unit 
included a stand-alone set of lessons on self-determination, each unit consisted of content 
aligning with self-determination themes such as making intentional choices, identifying 
preferences and interests, setting goals, and problem solving.  
 
Treatment Fidelity  
To ensure that the intervention was being completed by experimental group 
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teachers correctly, two procedures were implemented. First, teachers were instructed to 
follow and cover each step within the lesson plans and check off on the plans that they 
did so. These plans were verified by the student researcher at the conclusion of the study 
and all four teachers reported on their plans that they covered 100% of the steps expected 
of them. Second, the student researcher conducted two observations with each 
experimental group teacher and checked off the steps observed on a copy of the same 
lesson plans. When compared with the teacher plans, there was 100% agreement between 
the student researcher observations and all four teachers’ self-reports. Additional 
observations were not deemed necessary as each was implementing the program 
consistently and correctly according to the lesson plan outlines. There was some variation 
between teachers due to teaching style and the differences between participants, but this 
was planned for in the way the lesson plans were designed and with the assumption that 
these types of variations would occur. It can be concluded that each experimental group 
teacher implemented the intervention correctly and according to the direction received.  
The student researcher only conducted one observation with each of the control 
group teachers, though two observations were attempted. Due to inclement weather 
conditions making it impossible for the student researcher to travel on some occasions, 
combined with scheduling issues, the student researcher was only able to complete one 
observation before these teachers had completed their set of lessons and were ready to 
start the post-assessment procedures.  
The attendance records for both groups were also checked and collected by the 
student researcher to verify that all participants had received the full instruction. There 
50 
 
were occasions when a participant was absent, but teachers made up the time and covered 
the lesson content with those participants at a later time. The student researcher was also 
in consistent contact with teachers throughout the course of the study using email and 
phone calls to ensure implementation was occurring smoothly and to provide support or 





Two different analysis procedures were used in this study, a quantitative analysis 
of the scores from the SDI:SR and the SDI:PTR via mixed ANOVA and a qualitative 
analysis of interview transcripts with participants. The mixed ANOVAs were conducted 
to determine the possible effect the intervention (i.e., My Transition Portfolio; Blakeslee, 
2016) on participant gains in self-determination, measured through the results of both the 
SDI:SR and the SDI:PTR. These analyses were performed with the group (control vs. 
intervention) as the between-subjects factor and time (pre vs. post) as the within-subjects 
factor. After investigation of overall scores for each version, further exploration 
continued on the scores for each of the three essential characteristics (volitional action, 
agentic action and action-control beliefs) and the seven component constructs (autonomy, 
self-initiation, pathways thinking, self-direction, control-expectancy, psychological 
empowerment and self-realization). The SDI:SR scores for one participant were not 
included in the analysis due to missing data, making comparisons impossible, so these 




To conduct the qualitative review of the interviews, all of the interviews were first 
transcribed with pre and post responses side by side in a table to make comparisons easier 
(see Appendix D). Responses to questions were categorized in the following ways. First, 
responses were marked to identify whether or not they made sense with the question 
asked. For example, the question that asked what participants did not like to do, the 
response “I don’t like to ride bikes” was marked as making sense while “I do not like 
vegetables” was marked as not because the question had to do with activities or tasks, not 
simply tastes. Second, for those responses that were marked as making sense with the 
question asked, they were given an additional mark if they also aligned in a specific way 
with themes of self-determination. For example, the question about the type of job 
participants wanted to get, the response “getting a job” was marked as aligning to the 
question, but not specific with the theme of self-determination because this was a very 
general or generic response, while “I’m being a police officer” was marked as both 
because it was more detailed and specific.  
Third, the student researcher considered specificity of each individual response in 
terms of whether or not the post-interview response was more specific than the pre-, 
particularly in how post-responses showed possible improvement or increased 
understanding of the question. For example, when a participant was asked what his goals 
were, there was a difference between the response of “I want to get a job” and “I want to 
be a prep cook.” Responses with greater specificity were highlighted, and then a final 
comparison across responses between pre and post was completed to identify how 
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frequently individual participants’ responses changed. Fourth, each individual 
participant’s full pre- and post-interview was reviewed for alignment and continuity 
across the interview. The reason for this was to look for common themes or ideas 
between questions such as a connection between the identified strengths, the type of job 
wanted and the types of classes an individual participant was interested in pursuing in a 
postsecondary educational setting. For example, one participant referred to wanting a job 
as a mechanic, getting a job at Auto Zone, completing a GED so he could become a 
mechanic, going to college to learn how to work on cars.  
This qualitative review of interviews was completed by the student researcher. A 
second reviewer was not brought in to conduct an additional comparative review due to 
time and other constraints of the study, so it is not possible to draw concrete conclusions 
from the interviews. However, observations of how participants responded provided 
meaningful feedback regarding how students comprehend and express self-determination. 
These observations were also considered further in relation to the results of the statistical 
analyses to identify any examples of possible similarities or contrasts between the two. In 
the process of the review of interviews, the student researcher was not blinded to which 
interview transcripts came from the experimental versus control group participants. Fully 
blinding the student researcher was also not feasible because all of the interviews were 
conducted by the student researcher and with the small number of participants, their 
identities were easily recognizable based on the actual responses.  
 
Social Validity Measure 
  The final analysis conducted in the study served as a measure of social validity. 
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The measure was a feedback survey given to teachers in the experimental group at the 
conclusion of the study and was created and dispersed using Qualtrics™ XM (2018) 
software. The purpose for this survey was to gather general feedback from the teachers 
who implemented the program regarding their experience with the program in terms of 
ease of use and implementation, their perceptions of the potential effectiveness and any 
challenges dealt with through the process (see Table 4). There were only four responses 
collected from this survey, and because they came from experimental group teachers 
only, any sort of quantitative analysis was not possible. A descriptive approach was used 
and the responses from the survey were listed, word-for-word, and the results were 
summarized in the results.  
 
Table 4 
Teacher Feedback Survey Questions 
No. Question 
1.  Please answer the following regarding your use and implementation of the My Transition 
Portfolio (Blakeslee, 2016) program. 
2.  Did you find the program overall easy to learn (Y/N)?  
3.  Did you find the program overall easy to teach (Y/N)?  
4.  Do you feel that the content and/or structure was appropriate for the ability level of your 
students (Y/N)? Please explain your response. 
5.  What components did you find were most beneficial to your students? Please explain your 
response. 
6.  Were any of the sections or components particularly challenging for your students (Y/N)? 
Please explain your response. 
7.  Do you feel like using this program had an effect on your students, particularly in terms of their 
self-awareness and self-determination (Y/N)? Please explain your response. 
8.  Will you continue to use the program in the future (Y/N)? Please explain your response. 
9.  Would you recommend this program to other transition level special education teachers (Y/N)? 
Please explain your response. 
10.  Please provide any other feedback or comments regarding your experience with the My 












SDI:PTR and SDI:SR Results 
 An analysis of the overall score on the SDI:PTR found a significant interaction 
(significance threshold set at p = .05) showing differential growth for the experimental 
group as measured by SDI:PTR overall score, F(1, 26) = 11.211, p = .002, ηp
2 = .30. 
Pairwise comparisons on the marginal means showed prior to instruction, the two groups 
did not differ on SDI:PTR total score, p = .817. Within the control group, there was 
significant growth (M∆ = 5.154), p = .044, but the growth in the experimental group was 
three times as much (M∆ = 16.267), p < .001 (see Figure 1). Further analyses of scores 
based on the breakdown of the essential characteristics found there were no significant  
Figure 1. Estimated marginal means of overall score, SDI:PTR 
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differences between experimental and control within volitional action, however there 
were significant differences in agentic action, F(1, 26) = 10.01, p = .004 , ηp
2 = .28, and 
action-control beliefs, F(1, 26) = 8.8 , p = .006, ηp
2 = .25 (see Table 5). 
Additional analyses of scores based on the breakdown of the component 
constructs found significant differences between experimental and control in autonomy, 
F(1, 26) = 8.04, p = .009, ηp
2 = .24, pathways thinking, F(1, 26) = 5.55, p = .03, ηp
2 = .18, 
self-direction, F(1, 26) = 13.8, p = .001, ηp
2 = .35, and self-realization, F(1, 26) = 10.47 , 
p = .003, ηp2 = .29. There were no significant differences between experimental and 
control groups in self-initiation, control-expectancy and psychological empowerment.  
 
Table 5 
Summary of Separated Mixed ANOVAs Performed on SDI:PTR Scores 
SDI score level Statistical significance (p = .05) 
Overall score p = .002, ηp2 = .30 
I. Volitional action p = .18, ηp2 = .07 
a. Autonomy p = .009, ηp2 = .24 
b. Self-initiation p = .95, ηp2 <.01  
II. Agentic action p = .004, ηp2 = .28 
a. Pathways thinking p = .03, ηp2 = .18 
b. Self-direction p = .001, ηp2 = .35 
III. Action-control beliefs p = .006, ηp2 = .25 
a. Control-expectancy p = .170, ηp2 = .07 
b. Psychological empowerment p = .098, ηp2 = .10  
c. Self-realization p = .003, ηp2 = .29 
Note. p values and effect sizes are for the interaction between time (pre/post) 
and group (control/experimental). Full details are given in Appendix E 
 
Separated mixed ANOVAs for the SDI:SR found no significant results on 






An analysis of the overall score on the SDI:SR found that there was no significant 
interaction showing differential growth for the experimental group: F(1, 25) = 0.27, p = 
.61, ηp
2 = .01. Pairwise comparisons on the marginal means showed that, prior to 
instruction, the two groups did not differ on the SDI:SR total score, p = .756. Within the 
control group, there was little growth (M∆ = 0.92), p = .81, and the experimental group 
showed some growth, but it was not significant (M∆ = 3.64), p = .324 (see Figure 2). 
Further analyses of both the essential characteristics and component constructs on the 
SDI:SR scores also showed no significant differences between the experimental and 
control groups. A full reporting of these exploratory mixed ANOVAs is included in 
Appendix E and the full statistical analyses data can be found in Appendix F. 
 







 The qualitative review of the interviews provided a unique look at individual 
participant’s perceptions and serves as an illustration of their self-determination within 
their responses to the questions. A review of the frequency of responses to individual 
questions by all participants, as well as which questions seemed more challenging for all 
participants in both groups, also provided valuable information. While it is not feasible to 
draw concrete conclusions from the interviews due to the variability of the responses and 
the lack of additional reviewers, several observations were notable and could provide a 
platform for conversation regarding self-determination (see Appendix D for full interview 
transcripts). There were some differences observed in responses between the 
experimental and control group in terms of the specific detail and alignment with self-
determination themes in some of the post-interview responses. The biggest difference 
was that eight of the participants in the experimental group provided a more self-
determination specific and detailed response to at least one more question in the post-
interview than in the pre-interview. Of those post-interview responses, six of them were 
to the question “tell me what kind of job you want to get” and four were to the question 
“tell me about your goals for when you graduate and leave school.” The number of more 
detailed responses post-interview in this group could potentially be attributed, at least in 
part, to the intervention as the concept of employment was covered several times within 
the sections of the My Transition Portfolio (Blakeslee, 2016) included in this study. 
Within the control group one participant provided a more self-determination specific and 
detailed response to one more question in the post-interview, and that was in response to 
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the question to tell about their goals for when they graduate.  
In reviewing individual interviews in their entirety, there was some difference 
between individual participants in the number of questions each provided specific 
responses to in both the experimental and control groups. It was observed that seven of 
the experimental group participants responded to at least one more question in the post-
interview than in the pre-interview, while the number of responses from the rest did not 
change or they decreased. Of those, the increase was between one and five additional 
responses in the post-interview. Amongst the control group participants, seven responded 
to at least one more question in the post-interview than the pre-interview. Of those, the 
increase was between one and three additional responses in the post-interview. These 
observations illustrate how little responses between pre- and post-interviews truly 
changed in both groups, though there appears to be more of an increase within the 
experimental group, that difference is still very close to the changes within the control 
group responses.  
Observations regarding responses to specific questions that were very similar 
within both groups are also worth noting. First, almost all participants in both groups 
responded to the question “tell me about the things you like to do,” in both pre- and post-
interviews with detail and specific to self-determination themes, with only one to two 
participants in each group not responding in this way. On the reverse side, participants in 
both groups appeared to struggle with multiple questions in both pre- and post-
interviews. The most difficult was the question “what will you need to do to get into 
college, or another program.” Only two participants in the experimental group provided a 
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response to this question in the post-interview with an answer that was detailed and 
specific to self-determination themes. Other questions that only one to three participants 
responded to, within both experimental and control groups, in both pre- and post-
interviews, were “tell me what you think about going to college,” “what will you need to 
do in order to reach these goals,” “how will the strengths you told me about earlier help 
you as you work toward your goals,” and “is there anything else you’d like to tell me 
about your goals when you graduate and leave school.”   
 Finally, individual interviews were reviewed in their entirety to identify 
continuity and alignment across responses and examine how much those responses 
followed similar lines of thought, or whether they shifted noticeably between those 
questions. For example, one participant spoke about wanting a job as a baker, but when 
asked about the classes he might want to take if he attended a postsecondary education 
program, he responded that he wanted to do “doctor learning.” Only five of the 
experimental group participants gave responses that showed some consistent line of 
thought across the interview, and a majority of those showed more consistency in the 
post- interview than the pre-interview. The majority of those observed lines of thought 
pertained to jobs or types of work. For example, one participant responded specifically in 
the post-interview about being an office assistant, and mentioned details involved in this 
type of a job in several responses during the interview, though her response to the 
postsecondary classes question was about taking art classes. Another was very specific in 
the post-interview about wanting to be a prep cook, and similarly provided various details 
of what that meant to him across multiple responses in the post-interview. However, in 
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response to the question about taking post-secondary classes, he responded that he 
wanted to take classes about history. Another participant in the experimental group was 
specific in both the pre and post interviews about the same job, working in a bakery.  
 Within the control group, six participants provided responses that followed 
similar lines of thought across their individual interviews. The majority of these, similar 
to the experimental group, related to jobs and were similar in both pre and post interviews 
meaning that they did not change between pre and post measures. For example, one 
participant described wanting to be an artist like her parents, and her responses included 
art as something she liked to do, that art classes would be something she would want to 
take in college, and that she wanted to be an artist like Bob Ross. Two participants 
provided multiple responses that were specific to computers and video games, and 
indicated they wanted to work some place like Game Stop. Another participant responded 
to multiple questions describing his desire to do something working with and designing 
robots, which included responses to questions about jobs and goals as well as 
postsecondary classes. 
 Beyond the aforementioned aspects of the interviews that were intentionally 
considered in the qualitative review, there were several other observations that should be 
noted. First, more often than not, consistent lines of thought stayed within the concept of 
jobs and work across both experimental and control groups. When it came to questions 
regarding postsecondary education and classes that participants might want to take, the 
content of these did not generally align with the description of jobs wanted. Second, 
several participants in both the experimental and control groups seemed to struggle in 
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their understanding of questions specific to strengths, weaknesses, likes and dislikes, how 
their strengths could help them achieve their goals and how they could overcome their 
weaknesses. For example, when participants were asked to identify their strengths or the 
things they did best, five participants from the experimental group and five from the 
control group referred to being physically strong, working out, lifting weights, lifting 
heavy things or being overweight and needing to exercise more. All participants in both 
groups were able to identify or list things they liked to do; however, when asked about 
things they did not like to do, six participants from the experimental group and three from 
the control group referred to things they did not like in general, such as not liking 
vegetables, noodles, bullies or to see others being mean, rather than responding about 
specific activities or tasks they did not like doing.  
 Multiple responses across both groups to the question about weaknesses were 
related to emotions. Within the experimental group, one referred to a fear of spiders, 
snakes, and bugs; another mentioned being sick; a third described needing to exercise 
more and lose weight; and a fourth referred to being in a wheelchair. In the control group, 
one described not eating vegetables; another being distracted by the internet; a third being 
overly attached to people; and a fourth referred to losing loved ones (loved ones passing 
away) at which point he identified how many people he had lost. Multiple participants 
struggled with a response to the question about their goals, with more than one describing 
achieving their IEP goals rather than goals for the future. In one case, an experimental 
group participant actually described needing to achieve the percentages (i.e., 95% or 
100%) included in her IEP goals.  
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It should also be noted that some questions were either skipped or did not receive 
responses. Participants were instructed that they could skip a question if they were not 
comfortable with it, or did not know the answer. There were a couple of instances that the 
student researcher skipped a question either by accident or because it did not seem 
appropriate or necessary because of a response to a previous question, such as the 
participant who identified that his weakness was losing people (meaning they had passed 




 All four experimental group teachers responded to the feedback survey following 
the conclusion of all other study activities. All teachers responded that they found the 
program easy to learn and easy to teach. When asked if they felt the content and/or 
structure was appropriate for the ability level of their students, they responded as follows.  
1. “Yes, I feel you could adapt the lessons to meet multiple abilities.”  
2. “Yes, each of the students gained confidence and some discovered new ideas 
for careers.”  
3. “Not fully, I believe the students had a difficult time with some of the 
concepts and wording that was used with the lessons. Also, my students do 
not read or write so the format was difficult at times.”  
4. “Many of my students struggled with the writing components of the 
curriculum. They enjoyed thinking through the process, but struggled to write 
down their responses.”  
In response to the question about which sections or components they found most 
beneficial to their students, teachers responded as follows.  
1. “The content was good, and they enjoyed talking about their futures.”  
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2. “The identifying skills they already have that relate to marketable job skills, 
3. “I liked the sections discussing skills. I really liked the poster board lesson 
where the students put their future job interests, living situations, etc.”  
4. “The job research and the My dream statements were great to help students 
begin to identify their own goals for the future.” 
In response to the question about which sections or components that seemed particularly 
challenging for their students, teachers responded as follows.  
1. “Some students struggle with self-evaluation, and struggle knowing and 
accepting their weaknesses.”  
2. “Yes, as they had a difficult time getting on and navigating the ONET job 
cluster information. To [sic] many choices to read and understand in written 
form.”  
3. “At first, the sections discussing skills and aligning those to specific tasks 
were challenging. With further discussion I believe they began to grasp the 
concept.”  
4. “As I explained above, I think writing was difficult for most of my students. 
In the end, the teachers/assistants completed the writing for many of the 
students (students told us what their responses were and we physically wrote 
them down.”  
When asked if they felt using the program had an effect on students in terms of self-
awareness and self-determination, teachers responded as follows.  
1. “I did see students start being able to list out more long-term goals.”  
2. “Yes, they feel more confident in their career choices and have alternate ideas 
for other choices if they need them.”  
3. “Yes, they are more excited about their chosen jobs. They also felt pride in 
being able to learn and explore their skills and interests.”  
4. “Yes, I think it did help students to increase their self-determination. They felt 
empowered to choose their dreams. 




1. “Yes. I'd like to spend more time on lessons than I was able to given time 
constraints. And I'd include most if not all of my class, which will take time to 
adapt lessons and get visuals, but worth it.”  
2. “Yes, I feel it gives the student an opportunity to discover whether what they 
want is realistic and how to work toward their career.”  
3. “Yes, but not to the same level. There are sections I will take out and use. 
With the level of my students and needs of my students I would not able to do 
the full book exactly as it is designed.”  
4. “Yes, but probably not all of it. I enjoyed the career research and the Dream 
statements. I feel like a lot of the lessons repeated themselves, so I would 
consolidate some of the lessons.”  
In response to whether or not they would recommend the program to other transition 
level special education teachers, they responded as follows.  
1. “Yes. I'm hoping to get some high school teachers to use it.”  
2. “Yes, it is systematic, thorough, and it helps the students to be more self-
directed.”  
3. “Yes, I will share with other SPED classes.”  
“Yes, I think this curriculum is great to enhance self- discovery and 
determination.”  
Three of the four teachers provided the following additional feedback.  
1. “I liked the program and just need more time to break down the sections and 
spend more time on lessons. I felt rushed to get through everything. When I 
use the program next year, I can pace according to how the students are 
comprehending.”  
2. “I think this is really an excellent program.”  
3. “The program was repetitive, especially relating strengths to work tasks. The 









The purpose of this study was to conduct pilot research on the My Transition 
Portfolio (Blakeslee, 2016) program created to help transition-age students with 
disabilities develop self-determination skills, and to establish proof of concept for the 
program which can be used in the development of future research on the program. This 
proof of concept was established through the statistically significant difference between 
the experimental and control groups based on the pre- and post-test responses on the 
SDI:PTR. Despite the small sample size, the significance of these scores as well as their 
associated effect sizes suggest potential for this program.  
The breakdown of the scores into the essential characteristics and component 
constructs illustrated some interesting points. First, in comparing the essential 
characteristics and component constructs with the specific questions and prompts from 
the My Transition Portfolio (Blakeslee, 2016) workbook, there appeared to be some 
alignment in the concepts that were focused on most heavily in the sections of the 
program covered in this study, and those that were found statistically significant in the 
analysis of the SDI:PTR scores. A full breakdown of how the student researcher 
identified alignment across scores and program specifics can be found in Appendix G. 
The two component constructs that appeared to be most heavily covered were autonomy 
and self-realization. The order of the remaining constructs, from those covered the most 
to those the least, were self-initiation, self-direction, control-expectancy, pathways 
thinking and psychological empowerment. Describing this alignment is important in that 
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it illustrates, at least for the portion of the My Transition Portfolio (Blakeslee, 2016) 
program that was used in this study, the potential for the activities within the program to 
support the development of self-determination skills.  
 The SDI:SR scores did not yield statistically significant results but this should not 
negate the potential of the program as there are various possible reasons for these results 
that should be considered and explored in future research. First, this study took place over 
a fairly short period of time, as little as 6 weeks for some groups, which may point to the 
need for some self-determination concepts or programs to be taught over a longer span of 
time for students to be able to truly grasp and internalize the skills. This is further 
supported within the feedback from teachers in the treatment fidelity survey as more than 
one comment related to the time constraints and pacing being a challenge and how 
teachers would pace it differently in the future. Second, in line with the time constraint, 
the study only utilized three sections (out of 14 total) from the My Transition Portfolio 
(Blakeslee, 2016) program. If participants not only had more time, but were also provided 
instruction and access to more of the sections in the program, participants may become 
more practiced in and aware of what self-determination means as well as in the behaviors 
that are illustrative of self-determination. Third, there were only two assessment points 
for the SDI:SR which limits the ability to identify any sort of trend or pattern that would 
be more easily recognized if there were three or more assessment points.  
Fourth, while the ability of students to comprehend and be able to communicate 
responses to the questions on the survey was part of the inclusion criteria, it is still 
possible that some students found the survey, its questions and/or the format of the 
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survey confusing as it was something they had not seen previously. Fifth, the lack of 
significance on the part of the students versus the teachers could illustrate other 
challenges either in terms of bias on the part of the teachers, or a real discrepancy 
between how teachers perceive their students learning versus how the students perceive it 
in themselves. This could point to a need for increased and improved instructional 
practices as well as varying measures to ensure that students are truly internalizing what 
it means to be self-determined, and ensuring that they have the ability to express 
themselves.  
The lack of statistical significance on the SDI:SR results is also interesting when 
considered alongside the participant responses during the interviews. It is unsurprising in 
many ways that there was not a strong difference between groups or changes across time 
in the interviews beyond the few examples given in the results section. Within the 
experimental group there were some post-interview responses that were identified as 
being more self-determination specific and detailed, but those examples were only for 
one to three individual questions out of sixteen total questions. This change, though 
small, could have been affected by participation in the My Transition Portfolio 
(Blakeslee, 2016) program, though further research into the program should be conducted 
to build upon this idea. The broader conversation that the results of this study, 
particularly in terms of the SDI:SR results and the interviews, should focus on how 
exactly teachers can ensure that students are grasping the concepts of self-determination 
and that they are able to express their likes, dislikes, strengths, weaknesses, hopes and 
desires for the future in a self-determined way.  
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 The interview responses of all participants provide unique insight into where 
some of the gaps could be in the instructional and measurement practices when it comes 
to teaching self-determination in the classroom setting. It shouldn’t be surprising that 
most of the participants in both groups were able to provide a response that made sense to 
the question “tell me about the things you like to do” as this idea of what an individual 
likes and doesn’t like to do is not as abstract an idea as being able to identify strengths 
and weaknesses, or begin able to describe what it takes to get into college. It is also not 
very surprising that so many participants were able to provide a response that made sense 
to the question about what kind of job they wanted to get. The general concept of what a 
job or work means is less abstract and it could be safely assumed that it is an idea which 
individual participants are surrounded by throughout their lives through home, family, 
friend and school influences.  
What appears to be less clear to students, as illustrated through the survey 
responses, is how ideas like strengths, weaknesses, likes, dislikes, and the idea of 
postsecondary education or training all relate to the actual act of identifying a job or 
career path that is achievable. Many participants in this study provided responses to one 
question without any clear indication that they made the connection between that 
question and another, such as the type of job in relation to the type of postsecondary 
education or training that would be needed for that job. A few participants, in both the 
experimental and control groups, did seem to have a grasp on this connection between the 
various questions, though for the most part, these participants provided responses that 
followed a similar line of thought in both the pre and post interviews. It is thus more 
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likely that these participants had stronger self-determination skills and traits prior to the 
start of the study.  
Another aspect of the interviews that supports the idea that perhaps participants 
were either not quite as self-aware or that they were not fully able to express it, was the 
way that some participants responded to questions about their strengths and weaknesses. 
These responses bring to the conversation broader issues not just in self-determination, 
but what it means to have a disability, and how that should affect the way individuals 
perceive their abilities to still go out and live full and independent lives. For example, 
several participants expressed their weaknesses based on emotional issues, health 
challenges, disabilities (such as being in a wheelchair), or their fears. These responses 
were a surprise to the student researcher, and in the context of self-determination, 
illustrate a need to provide better instruction and supports to students so they are able to 
perceive their strengths and weaknesses in less personally critical terms. These types of 
responses could be an indication that, while it is important to understand limitations and 
challenges, identifying and dealing with weaknesses in terms of skills that can be 
improved upon should be given greater emphasis in instruction. It also points to the need, 
within the context of self-determination, for instruction to focus on self-awareness and 
self-advocacy so students are able to identify where they need extra support, what those 
supports look like, how to advocate to receive such supports, and do so in a positive way, 
rather than simply saying something like “my weakness is I’m in a wheelchair” and 
letting the label of their disability define their abilities.  
The interviews also illustrate other concepts that should be addressed with greater 
70 
 
emphasis with students in transition. There were experimental group participants who 
responded with more specific detail in post interviews about the types of jobs they 
wanted, and it seemed that these responses changed due to specific research on their part 
between the pre- and post- interviews, completed as part of the study program. This 
difference, when it was apparent, did show that taking the time to explore strengths and 
weaknesses in the context of how they relate to job skills did help participants grasp the 
concepts of work and postsecondary education in a more logical way. However, there 
were only five examples of really streamlined responses that became more detailed in the 
post-interviews for the experimental group. The interviews overall illustrate the need for 
a shift in the conversation about how self-determination skills are taught, including self-
awareness and self-advocacy, as well as how students with disabilities are being 
encouraged (or discouraged) in pursuing their interests and pursuing opportunities for 
continued education in support of future work. The other issue illustrated by the 
interviews as well as the SDI:SR is the possible need for different ways to instruct and 
provide practice for students who are learning self-determination skills, and multiple and 
varied formats for assessing those skills. While the SDI:SR and SDI:PTR are validated 
assessments, they may be less accessible or easily understood for some students 
compared to other formal self-determination assessment tools, or through the use of 
informal measures such as simple interviews.  
 The input from the teachers does provide a measure of social validity to the My 
Transition Portfolio (Blakeslee, 2016) program in that they each found the program easy 
to use and beneficial. Their concerns were also relevant, and served as productive 
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feedback regarding the program as well as an idea for how other teachers may go about 
using the program in different ways to meet the varying needs of their students. It was 




 There are several limitations to the results in this study. First, in terms of the 
participants, true randomization was not possible within the time constraints of the study, 
though randomization was initially attempted, some shifting of classrooms had to be done 
to balance the numbers between the experimental and control groups. Second, though it 
was not intentional, all of the experimental group classrooms were post-high programs 
and the control group classrooms were high school classrooms. This may have affected 
some results due to the age differences and difference in exposure to self-determination 
instruction as the post-high students would have likely received more by default. Third, it 
should also be noted that both control group teachers had fewer years teaching experience 
than three of the four experimental group teachers, and though this also was not 
intentional, the difference in teaching experience could have also had an effect on student 
learning. Fourth, it is recognized that there could be potential confounds due to the 
experimental group having four different classroom settings while the control group had 
only two. Fifth, the control group was not blind to the purpose of the study which could 
have potentially sensitized the control group teachers. Sixth, although the statistical 
analysis on the SDI:PTR showed statistically significant results, it is recognized that with 
such a small sample size, and that there was not previous research on the program on 
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which to construct the power analysis, the student researcher recognizes that this study 
was likely underpowered and that the small number of teachers presents the possibility 
for bias which could amplify the data. 
Seventh, the variation in overall timing could be a limitation. Each teacher started 
the study procedures at different times, and the amount of time it took to cover the 
content also varied, anywhere from 2 to 4 months. Though this time period did include 
holidays such as the winter break and several other days when schools were not in 
session, there is still the possibility that some students received more instruction than 
others because of how teachers went about working through the lessons. They each 
followed the lesson plans provided by the student researcher including time estimates on 
how long each should take, but some spent far more time on certain topics than others. 
Eighth, there were only two points of measure. While the analysis on the SDI:PTR 
showed significant differences between those two points, it could be, that had the study 
lasted over a longer period of time and had there been multiple points of assessment, the 




 From the results of the study, including statistical analyses, interviews and teacher 
feedback, it can be concluded that proof of concept was established and that future 
research on this program is warranted. First, future research should focus on a larger 
portion of the program and span a longer period of time and should strive for a much 
larger sample better enabling randomization. One of the main issues reported by some of 
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the teachers had to do with the constraints of timing because of the study format. Future 
projects should allow for teachers to spend a more reasonable amount of time on the 
components they feel need the extra attention based on their student population. It would 
be also be beneficial for future researchers to have multiple points of measure across a 
study to establish a stronger idea of change over time from the perspective of both the 
teachers and students.  
The tools and methods used to measure self-determination of students should also 
be considered strongly in future research. While the use of the SDI:PTR and SDI:SR in 
this study proved to not only be an effective measurement, the possible limitations to 
these surveys also should be considered in future research. First, it might be beneficial for 
future researchers to have parents complete the survey as well as the teachers and 
students. Surveying parents was beyond the scope of this study, but it could prove 
beneficial in future research. Second, it could be assumed that no assessment truly fits 
every student perfectly, and it would be advantageous for future researchers to take into 
consideration the tools being used to assess self-determination. There needs to be more 
in-depth questioning regarding whether or not the tools currently available truly measure 
self-determination, or are there other options that should be utilized either solo or in 
tandem with other assessment tools. The results from this study showing significant 
changes from the perspective of experimental group teachers, a result that was not 
replicated from the perspective of the students, should be of some concern in future 
research on the topic.  
Finally, while this study served as a pilot, showing proof of concept, more 
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research does need to be done on the My Transition Portfolio (Blakeslee, 2016) program. 
The results and observations within this study show the potential for the program, and 
feedback from the teachers shows the potential ease of use for educators and their 
students. As it is with the assessments, one size does not fit everyone, and the same holds 
true for instructional programs and curriculum, and this program should be researched 
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IRB Protocol- #9136 
Teacher Recruitment Letter 
Dear teacher, 
 
You are invited to participate in a research study conducted by Eliza Jex, Student 
Researcher (801-995-2432; eliza.jex@aggiemail.usu.edu), and Dr. Robert Morgan, 
Principal Investigator (435-797-3251), Department of Special Education and 
Rehabilitation at Utah State University. The purpose of this research is to study self-
determination in transition-age students with disabilities.  
 
 The inclusion criterion is that you have students on your caseload who have 
disabilities, are receiving special education services under an IEP, are between the ages 
of 16-21, and are able to read and comprehend at a second-grade level or higher. For 
participation, students need to be able to write or type multi-word (at least 3 or more 
words) responses and need to be able to independently communicate, verbally or with the 
use of an assistive device, 3-or-more-word responses to questions. 
 
The study procedures will require you to teach eight lessons (which include 
hands-on activities) to your participating students, fill out two online surveys for each 
participating student, and complete a short survey at the end to provide feedback on your 
experience. Your participating students will be required to complete the lessons and 
activities, complete two online surveys and participate in two, one-on-one interviews 
with the Student Researcher. All of these activities will take place during the day within 
your school setting and will take place across 5 months (training in October; online 
surveys in October; lessons taught over eight sessions between October 2018 and 
November; final surveys completed by December). 
 
 If you have any questions or concerns, please contact Eliza Jex, Student 
Researcher (801-995-2432; eliza.jex@aggiemail.usu.edu), or Dr. Robert Morgan, 
Principal Investigator (435-797-3251; bob.morgan@usu.edu), If you choose to 
participate, you will receive one continuing education credit, but be aware that this credit 
is contingent upon your completion of the study requirements. Please notify Eliza Jex if 





IRB Protocol- #9136 




You are invited to participate in a research study conducted by Eliza Jex, Student 
Researcher, and Dr. Robert Morgan, Principal Investigator, Department of Special 
Education and Rehabilitation at Utah State University. The purpose of this research is to 
study self-determination in transition-age students with disabilities.  
  
 You can be included if you are a student with a disability, receiving special 
education services under an IEP, between the ages of 16-21, and are able to read and 
comprehend at a second-grade level or higher. You need to be able to independently 
write or type multi-word (at least 3 or more words) responses and need to be able to 
independently communicate, verbally or with the use of an assistive device, 3-or-more-
word responses to questions. 
 
The study procedures will require you to participate in eight lessons, given by 
your teacher (which include hands-on activities). You will be asked to fill out two online 
surveys one at the beginning and a second at the end of the study, and you will participate 
in two one-on-one interviews with the Student Researcher, Eliza Jex. All of these 
activities will take place during the day within your school setting and will take place 
across 4 months (online surveys in September; lessons taught over eight sessions between 
September and November; final surveys completed by December). 
 
 If you have any questions or concerns, please contact Eliza Jex, Student 
Researcher (801-995-2432; eliza.jex@aggiemail.usu.edu), or Dr. Robert Morgan, 
Principal Investigator (435-797-3251; bob.morgan@usu.edu). If you would like to 
participate in this research study, please sign below and include your phone number so 
the Student Researcher, Eliza Jex, can get in touch with you to further discuss the study, 
answer questions you may have, and present you with the consent form to sign if you do 
choose to fully participate.  
 
 










Informed Consent: Teacher 
 
An Assessment of Self-Determination Behaviors in Transition-Age Students with Disabilities 
Following Instruction Using the My Transition Portfolio Program 
 
Introduction  
You are invited to participate in a research study conducted by Eliza Jex, Student Researcher, and 
Dr. Robert Morgan, Principal Investigator, from the Department of Special Education and 
Rehabilitation at Utah State University. The purpose of this research is to study self-determination 
in transition-age students with disabilities.  
 
This form includes detailed information on the research to help you decide whether to participate 




Your participation will involve the following activities. First, you will participate in a training session, 
scheduled based on all participating teacher’s schedules, which will last no more than 4 hours. 
Second, you will send home recruitment materials with your students, and collect the returned 
forms for the teacher to pick up. Third, you will complete an online survey for each of your student 
participants, once at the beginning of the study and once at the end. Each survey will take no more 
than 10 minutes to complete. Fourth, you will conduct 8 lessons, in your classroom, with 
participating students, following the format provided to you by the Student Researcher. Fifth, at 
the conclusion of the study you will complete a survey to provide feedback regarding your 
experience with this study. Your participating students will be completing the following activities. 
First, each student will participate in two interviews conducted by the Student Researcher, each 
taking no more than 15 minutes. Interviews will involve questions about what they want to do after 
school ends. Both interviews will be video recorded so the researcher can review them to see how 
you answered each question. Second, students will participate in eight sessions in your class, 
consisting of lessons and activities taught by you, each of which will last an hour. Third, they will 
complete an online, self-determination survey. Each survey will take about 10 minutes to complete 
and will be done twice, once at the beginning of the study and again at the end. We anticipate that 
13 people will participate in this research study at this site, and that a total of 78 people will 




This is a minimal risk research study. That means that the risks of participating are no more likely 
or serious than those you encounter in everyday activities. The foreseeable risks or discomforts 
include maintaining confidentiality of your records. In order to minimize those risks and 
discomforts, the researchers will ensure that no identifying information is used in the analysis and 
reporting of the results of the study, which will include de-identifying any personal information. If 
you have a bad research-related experience or are injured in any way during your participation, 








Participation in this study may directly benefit you in your transition planning with your students 
in school. More broadly, this study will help the researchers learn more about a program for 
teaching and strengthening self-determination.  
 
Confidentiality 
The researchers will make every effort to ensure that the information you provide as part of this 
study remains confidential. Your identity will not be revealed in any publications, presentations, or 
reports resulting from this research study.  
 
We will collect your information through in-person observations and through your completion of 
an online self-determination survey. This information will be securely stored in a restricted-access 
folder on Box.com. This form will be kept for three years after the study is complete, and then it 
will be destroyed. 
 
It is unlikely, but possible, that others (Utah State University, or state or federal officials) may 
require us to share the information you give us from the study to ensure that the research was 
conducted safely and appropriately. We will only share your information if law or policy requires 
us to do so.  
 
The research team works to ensure confidentiality to the degree permitted by technology. It is 
possible, although unlikely, that unauthorized individuals could gain access to your responses 
because you are responding online. However, your participation in this online survey involves risks 
similar to a person's everyday use of the Internet. 
The researchers are legally obligated to report directly and immediately to authorities any 
potentially harmful or illegal actions identified in the course of this research as well as discoveries 
that the participant has been a victim of abuse. 
 
Voluntary Participation & Withdrawal 
Your participation in this research is completely voluntary. If you agree to participate now and 
change your mind later, you may withdraw at any time by contacting the Student Researcher, Eliza 
Jex. If you choose to withdraw after we have already collected information about you, that 
information, which includes survey results and video-taped interviews, will be permanently deleted 
and discarded. The researchers may choose to terminate your participation in this research study 
if you do not complete assessments and follow procedures as directed by the researcher.  
 
Compensation 
Teachers will be offered $30 in the form of a check from USU on one occasion at the conclusion of 
the study in December 2018. The check will cover the fee associated with one continuing education 
credit. The payment and credit will be issued to the teacher for participating and completing the 
study by following through on the procedures, as outlined by the researchers. The student 
researcher will deliver the check to individual teachers upon completion of the study. 
Compensation to teachers is contingent on their completion of the study procedures, which 






Findings & Future Participation 
If the researchers learn anything new during the course of this research study that might affect 
your willingness to continue participation, you will be contacted about those findings. This might 
include changes in procedures, changes in the risks or benefits of participation, or any new 
alternatives to participation that the researchers learn about. 
 
Once the research study is complete, the researchers will email you with the findings of the study, 
including interview observation and survey results relating to your participation.  
 
IRB Review 
The Institutional Review Board (IRB) for the protection of human research participants at Utah 
State University has reviewed and approved this study. If you have questions about the research 
study itself, please contact the Principal Investigator at 435-797-3251 or bob.morgan@usu.edu. If 
you have questions about your rights or would simply like to speak with someone other than the 
research team about questions or concerns, please contact the IRB Director at (435) 797-0567 or 
irb@usu.edu. 
 




(435) 797-3251; bob.morgan@usu.edu  
 




(801) 995-2432: eliza.jex@aggiemail.usu. 
Informed Consent 
By signing below, you agree to participate in this study. You indicate that you understand the risks 
and benefits of participation, and that you know what you will be asked to do. You also agree that 
you have asked any questions you might have, and are clear on how to stop your participation in 
the study if you choose to do so. Please be sure to retain a copy of this form for your records. 
 
 
________________________________  ________________________________  ____________  






Informed Consent: Student 
 
An Assessment of Self-Determination Behaviors in Transition-Age Students with Disabilities 
Following Instruction Using the My Transition Portfolio Program 
 
Introduction  
You are invited to participate in a research study conducted by Eliza Jex, Student Researcher, and 
Dr. Robert Morgan, Principal Investigator, Department of Special Education and Rehabilitation at 
Utah State University. The purpose of this research is to study self-determination in transition-age 
students with disabilities.  
 
This form includes detailed information on the research to help you decide whether to participate 




Your participation will involve the following activities. First, you will participate in two interviews 
conducted by the Student Researcher, each taking no more than 15 minutes. Interviews will involve 
questions about what you want to do after school ends. Both interviews will be video recorded so 
the researcher can review them to see how you answered each question. Second, you will 
participate in eight sessions in your class, consisting of lessons and activities taught by your teacher, 
each of which will last an hour. Third, you will complete an online, self-determination survey. Each 
survey will take about 10 minutes to complete. You will complete this survey twice, once at the 
beginning of the study and again at the end. We anticipate that 13 people will participate in this 




This is a minimal risk research study. That means that the risks of participating are no more likely 
or serious than those you encounter in everyday activities. The foreseeable risks or discomforts 
include maintaining confidentiality of your records, such as video recordings of interviews. In order 
to minimize those risks and discomforts, the researchers will ensure that no identifying information 
is used in the analysis and reporting of the results of the study, which will include de-identifying 
any personal information. The video recordings will be stored for the duration of the study on a 
secure server within a password protected account which only the researcher will have access to. 
Video recordings will be kept on the secure server for three years following completion of the 
study, and will then be permanently deleted. If you have a bad research-related experience or are 
injured in any way during your participation, please contact the principal investigator of this study 
right away at 435-797-3251 or bob.morgan@usu.edu  
 
Benefits 
Participation in this study may directly benefit you in your transition planning in school. More 
broadly, this study will help the researchers learn more about a program for teaching and 
strengthening self-determination.  
 
Confidentiality 
The researchers will make every effort to ensure that the information you provide as part of this 




reports resulting from this research study.  
 
We will collect your information through interviews, video recordings, in-person observations and 
through your completion of an online self-determination survey. This information will be securely 
stored in a restricted-access folder on Box.com, and videos will be stored on a secure server in a 
password protected account that only the researcher will have access to. This form, and the videos, 
will be kept for three years after the study is complete, and then it will be destroyed. 
 
It is unlikely, but possible, that others (Utah State University, or state or federal officials) may 
require us to share the information you give us from the study to ensure that the research was 
conducted safely and appropriately. We will only share your information if law or policy requires 
us to do so.  
 
The research team works to ensure confidentiality to the degree permitted by technology. It is 
possible, although unlikely, that unauthorized individuals could gain access to your responses 
because you are responding online. However, your participation in this online survey involves risks 
similar to a person's everyday use of the Internet. 
 
The researchers are legally obligated to report directly and immediately to authorities any 
potentially harmful or illegal actions identified in the course of this research as well as discoveries 
that the participant has been a victim of abuse. 
 
Although instruction will be conducted in a public classroom environment, no student will be 
required to respond to questions or surveys orally (except in one-on-one settings with the Student 
Researcher). All responses will be written into workbooks.  
 
Voluntary Participation & Withdrawal 
Your participation in this research is completely voluntary. If you agree to participate now and 
change your mind later, you may withdraw at any time by contacting the Student Researcher, Eliza 
Jex. If you choose to withdraw after we have already collected information about you, that 
information, which includes survey results and video-taped interviews, will be permanently deleted 
and discarded. The researchers may choose to terminate your participation in this research study 
if you do not complete assessments and follow procedures as directed by the researcher.  
 
Compensation 
There will be no monetary or other compensation to students for participating in this study.  
 
Findings & Future Participation 
If the researchers learn anything new during the course of this research study that might affect 
your willingness to continue participation, you will be contacted about those findings. This might 
include changes in procedures, changes in the risks or benefits of participation, or any new 
alternatives to participation that the researchers learn about.  
 
Once the research study is complete, the researchers will email you with the findings of the study, 
including interview observation and survey results relating to your participation.  
 
IRB Review 




State University has reviewed and approved this study. If you have questions about the research 
study itself, please contact the Principal Investigator at 435-797-3251 or bob.morgan@usu.edu. If 
you have questions about your rights or would simply like to speak with someone other than the 








(435) 797-3251; bob.morgan@usu.edu  
 




(801) 995-2432: eliza.jex@aggiemail.usu.edu  
Informed Consent 
By signing below, you agree to participate in this study. You indicate that you understand the risks 
and benefits of participation, and that you know what you will be asked to do. You also agree that 
you have asked any questions you might have, and are clear on how to stop your participation in 
the study if you choose to do so. Please be sure to retain a copy of this form for your records. 
 
 
____________________________  ______________________________ _____________ 










The following is the structure teachers followed in teaching the lessons, and 
guiding participants through the keys in the My Transition Portfolio (Blakeslee, 2016) 
student workbook. The lessons and student actions outlined here are based on the lesson 
plans outlined in the teacher’s edition for the program and input from the author of the 
program, Ms. Blakeslee.  
 During training with the researcher, teachers were instructed to complete each 
section themselves, prior to teaching, not only to have a strong understanding of the 
activities but so their completed pages would serve as an example (identified in the 
following outline) to use in their own instruction.  
Session 1: Key #1- My Dream Statement 
 
Review Lesson Plan #2: My Dream (TM, p. 24-25) 
Lesson Prep:  
• Ensure that each student has a binder with a divider for each section of the 
portfolio. They will add to this with each new section.  
• Have your example of the student workbook pages completed to use during your 
instruction (This was completed during your training) 
• Be prepared with examples of jobs within your community and what the average 
wages look like. 
• Review the following steps for instruction 
 








1 Introduction: Explain that the purpose of this lesson is to begin 
identifying what each individual perceives as his/her best skills, 
basic improvement opportunities, and what each individual’s dreams 
and goals are for adult life.  
Y N 
2 Lesson Delivery Process: “My Dream Statement: Discuss diversity 
and the importance of focusing on positive personal skills and 
talents. Identify opportunities to improve personal skills and relate 













3 Show the example of your dreams and skills section (your best skill, 
job using that skill, the checklist, and something that makes you 
happiest) (TM, p. 26-27). Explain why you chose the answers that 
you did. 
Y N 
4 Explain how knowing what your skills are and exploring how those 
skills can be used in a work setting is important to identifying goals 
and how you will reach those goals when you leave school.  
Y N 
5 Another goal will be where and how you want to live. Discuss and 
give examples of different types of living arrangements; describe the 
things people typically consider when looking for a place to live 
(location, close to stores or a bus stop, out in the country vs. in the 
city, in an apartment, types of apartments, renting a room in a house, 
living with family, etc.) Show your example (TM, p. 28). 
Y N 
6 Explain that a part of setting these types of goals includes 
considering wages to be earned on a job, and identifying how much 
you might make in various positions. “Discuss and provide examples 
of typical wages earned for a variety of jobs within your local 
community” (TM p. 24). Identify what the minimum wage currently 
is, and explain how many of the jobs they may want could likely 
have a starting wage at minimum.  
Y N 
7 Explain how you took this information and created your dream 
statement (TM, p. 29), and read your statement to your students.  
Y N 
8 Tell students they are now going to complete their own dream 
statement, beginning with identifying their best skill. Tell students to 
end with My Dream Statement—A paragraph about me (SW, p. 25) 
Y N 
9 Have students open their workbooks to page 21 and begin by writing 
their name and the date, but direct them to discuss with a neighbor or 
small group, what they consider to be their best skills and a job using 
that skill, prior to writing their answers into their workbook.  
Y N 
10 Have students begin working through their dream statement pages, 
(SW p. 22-25), encourage them to discuss what they are doing with 
their peers. Walk around providing encouragement and answering 
questions as they arise.  
Y N 
11 Once students have completed their dream statement (SW p. 25), ask 







Session 2- Key #1- My Dream Statement 
My Dream Statement Poster Project 
 
Review the Lesson Plan Overview in the Teachers Edition, (p. 24-25) 
Lesson Prep:  
• Review the My Dream Statement Poster Project task list (TM, p. 30) 
• Have your model of “My Dream Poster” project to share so students have an 
example prior to completing their own. 
• Have the required materials prepared (poster board, pens, colored pencils, 
highlighter, scissors, glue, magazines for pictures to be cut out). 
• Students will also need access to computers and a printer for this activity.  
 








1 Before instructing students to open their workbooks, open yours to 
your dream statement (TM, p. 29), and review your statement to the 
class.  
Y N 
2 Using your dream statement as a starting place, use the brainstorm 
space to expand on your original statement. Ask students if they 
have ideas that you might add to your brainstorm. Remind students 
that there are a lot of different ideas that could be considered when 
thinking about life after school.  
Y N 
3 Have students open their workbooks to their dream statements (SW, 
p. 25), and instruct them to re-read their statements. 
Y N 
4 Have students discuss their dream statements with a peer or small 
group, and begin to brainstorm other ideas in the brainstorm space 
(SW, p. 25). Encourage students to think about multiple ideas and 
ask their peers if they need help. 
Y N 
5 While students are working on their brainstorm, walk around and 
offer support or suggestions where they may be needed.  
Y N 
6 Once students have completed their brainstorms, give each one a 
pen or highlighter. Ask them if they know what a “key word” is. 
Give a definition and examples if they don’t. 
Y N 
7 Instruct students to use their highlighter or pen and circle the key 
words from their dream statement and brainstorm section (SW, p. 














8 Have students get on the computer, or go through old magazines, to 
find picture representations of their key words. If on the computer, 
have them put their pictures on a word document so they can be 
sized down to be printed and then included on the poster.  
Y N 
9 Once students have their pictures together, instruct them each to get 
a poster board and markers or colored pencils, and draw their names 
in big letters on the top. 
Y N 
10 Instruct students to write categories that align with their dream 
statement (dream, living goal, employment goal, best skills, etc.), 
and then cut and paste their pictures to the poster board in the 
matching categories. Encourage them to get creative, write captions 
to accompany the pictures, use a lot of color and make it unique to 
them. 
Y N 
11 When completed, have students either take turns sharing their 
posters with the whole class, or put them in pairs or small groups 
and have them share with each other. 
Y N 
12 Display posters in the classroom so students can reference back to 







Session 3- Key #5- My Self-Assessments 
 
Review Lesson Plan #6 in the Teachers Edition (p. 118-119) 
 
Lesson Prep: 
• Have your example of the completed workbook pages ready (TM, p. 120-126) 
• Have pictures prepared showing different types of emotions (for step 2) 
 








1 Begin by discussing the importance of knowing ourselves, being 
able to identify not only our goals, but our personal strengths and 
weaknesses as well. Discuss the importance of identifying our 
strengths and weaknesses not only in terms of employment, but in 
other areas such as recreation, educational, emotional, etc. 
Y N 
2 “Discuss the concept of emotional health and give examples as you 
utilize pictures of people expressing a variety of emotions. Help 
students identify how they are doing emotionally in their 
relationships with others. Offer ideas on specific tools they can use 
to engage more positively with others” (TM, p. 118). 
Y N 
3 “Focus on recreational opportunities to try new things, to develop 
new skills in this area, and to promote a healthy life. Highlight the 
importance of work/life balance” (TM, p. 118). Give some 
examples and share some ideas on how to find out about new or 
different opportunities in this area.  
Y N 
4 Use the My Self-Assessment pages (TM, p. 120-121) to illustrate 
some examples. Show your examples, and ask students to share 
other ideas in these areas that they may have. Write them down.  
Y N 
5 Show your example strengths and weaknesses pages (TM, p. 122-
125). Describe why it is important to not only be able to identify our 
strengths, but also to take an honest look at our personal 
weaknesses.  
Y N 
6 It is important to be able to identify which weaknesses we want to 
develop into strengths, and which things we need to accept. Show 
students your example Strengths and Weaknesses Brainstorm Chart 
(TM, p. 126) and explain the things you included and why you 
categorized your examples the way you did.  
Y N 
7 Instruct students to begin working on their own self-assessment and 












on page 114, the brainstorm chart.  
8 Once students have completed their pages, through page 114 (SW), 
have them share some of their strengths and weaknesses with a 








Session 4 - Key #5 - My Self-Assessments 
 
Review Lesson Plan #6 in the Teachers Edition (p. 118-119) 
 
Lesson Prep: 
• Have your example of the completed workbook pages ready (TM, p. 127-130)  
• Students will need access to computers and a printer for this session. 
 








1 Begin by reviewing the previous work pages, discussing the importance of 
identifying our strengths and weaknesses, and show some examples again.  
Y N 
2 Show students the My Strengths Work Web (TM, p. 127), and use yours 
as an example as you explain how they will fill out their own work webs 
(writing in different strengths, and then making a connection to a type 
work or job that they are interested in).  
Y N 
3 Move to the next page (TM, p. 128), and give some examples of 
connecting those strengths to specific job tasks. Ask students to share 
other ideas they may have.  
Y N 
4 Show students how they will then take what they’ve brainstormed and put 
it into the My Strengths and Weaknesses Write-Up (TM, p. 129-130) and 
how to formulate a statement in the end, identifying how their strengths 
will help them in a future job.  
Y N 
5 Direct students to open their manuals to page 115. Have them go back and 
review their strengths from the previous pages, and then tell a neighbor or 
teacher at least one strength and identify a work task that strength will be 
beneficial for that task. If they are struggling to come up with ideas, 
encourage them to discuss ideas with their peers and ask the teacher if 
needed.  
Y N 
6 Direct students to begin filling out their Work Webs (SW, p. 115) and 
move onto the write up activities (SW, p. 116-118) once they have shared 
at least one with a neighbor.  
Y N 
7 Once students have completed their Strengths Statement (SW, p. 118), 
have each of them get on a computer and first type out their strengths 
statement, and second, create a visual representation of their strengths and 
strengths statement (Could be a word document, slide presentation, etc). 
Then have them print them out to be put in their portfolio binders.  
Y N 
8 Ask for students to volunteer to share their visual representation with the 







Session 5 - Key #6 - My Career Research 
 
Review Lesson Plan #7 in the Teachers Edition, (p. 132-133) 
• For this key, under the Lesson Delivery Process section, you will only be 
covering numbers 1-5, ending with the My Career Research Report Outline. For 
the purpose of this study, you won’t be covering the Resume, Application or 
Interview practice sections.  
Lesson Prep:  
• Have your sample pages completed to use as examples (completed during 
training). 
• Students will need access to computers to search career websites (ex. O*NET, 
www.onetonline.org or My Next Move, www.mynextmove.org).  
 








1 “Discuss the need for employers to find applicants who have a 
specific level of education or experience for the targeted job” (TM, 
p. 132)  
Y N 
2 “Identify opportunities on campus or within your community to 
further develop the pre-employment skills that employers look for 
when hiring for entry-level jobs” (TM, p. 132) 
Y N 
3 Describe some of your personal strengths, relate them to your skills 
identified in the dream statement section, and give some examples 
of how those strengths relate to potential job and career goals.  
Y N 
4 “Identify opportunities on campus or within your community to 
further develop the pre-employment skills that employers look for 
when hiring for entry-level jobs” (TM, p. 132) 
Y N 
5 Show students how to search for information on career websites 
(such as O*NET, www.onetonline.org or My Next Move, 
www.mynextmove.org, if students need a suggestion) and show 
students how to search for specific jobs and careers and how they 
can find the information for the My Career Research pages. Show 
your completed pages as an example. 
Y N 
6 “reinforce the need to find careers that match the career they would 
like to pursue” (TM, p. 132). 
Y N 
7 Instruct students to turn to page 120 in the SW and begin by 
identifying and writing in their job choice. Tell them to choose one 
for now, and for completion of this key, even though they may have 












this process for other jobs they are interested in at a future time.  
8 Have students get on the computer and begin their career search 
(Such as O*NET, www.onetonline.org or My Next Move, 
www.mynextmove.org) and have them begin searching their job 
choice and then working through pages 121-123 (SW). Encourage 
students to talk with a peer if they need help. Walk around and 
provide other support as needed. 
Y N 
9 When everyone has completed, have each of them share what 







Session 6 - Key #6 - My Career Research 
 
Review Lesson Plan #7 in the Teachers Edition, (p. 132-133) 
• For this key, under the Lesson Delivery Process section, you will only be 
covering numbers 1-5, ending with the My Career Research Report Outline. For 
the purpose of this study, you won’t be covering the Resume, Application or 
Interview practice sections.  
Lesson Prep:  
• Have your sample pages completed to use as examples (completed during 
training). 
• Students will need access to computers and a printer to type their My Career 
Research Write Up and print off to add to their portfolio notebooks. 
 








1 Have students open their workbooks to the My Strengths and Weaknesses 
Brainstorm Chart (SW, p. 114; TM, p. 126) and instruct them to review 
their strengths listed. 
Y N 
2 Discuss how our strengths relate to tasks and jobs that we may be required 
to do in future employment.  
Y N 
3 While they still have their books open to the Brainstorm Chart, turn to your 
completed My Career/My Strengths/My Job Choice (TM, p. 138-139), and 
show how you’ve taken the strengths previously identified, written them 
here and gone into greater detail about work tasks that align with the job 
you researched (TM, p. 134-137).  
Y N 
4 Show and describe your example of the My Career Research Report 
Outline. Explain that this is an extension of their Career Research (SW, p. 
120-123) as well as the My Strengths/Work Task activity (SW, p. 124-
125). 
Y N 
5 Instruct students to turn to page 124 in their workbooks and fill in the 
Strength/Work Task spaces, and continue to work through the My Career 
Research Report Outline and My Career Research Write-Up. 
Y N 
6 Once students have completed their write-up draft, instruct them to go to a 
computer, open a word document, and type out their write-up and print it 
out when completed.  
Y N 
7 When everyone has finished typing and has printed out their write-up have 
students either share their write up with a peer, or have them share with the 











Pre Question- Interviewer  Pre Response- Student Post Response- Student 
Tell me about your strengths, what 
things do you do best? 
Well, I mean, I’m pretty good at 
singing 
Well, I like to be a good reader, I like to pretty 
much play piano by memory 
Tell me about the things you like to 
do. 
I like to play piano, I like to do art. Things I like to do? Well, I like to do art 
Tell me about things that you don’t 
like to do.  
I don’t like to, like, work with 
severe people that have disabilities 
Well, things I don’t like to do, I don’t like to 
hmm, I’m trying to think. So I don’t like to have 
my own kids. 
Tell me about your goals for when 
you graduate and leave school? 
My goals will be to get a job My goals? (mmhmm) Well, probably, doing 
employee payment, probably having roommates 
What kind of job do you want to get? Probably a job that has to do with 
reading 
Probably a job as a costume manager 
What will you need to do to get that 
job? 
I’ll need to work hard  What will I need to get that job… I will probably 
need to work harder on attendance 
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
I think I’d enjoy it good Well I think it might kind of be a better idea 
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
I mean, probably ones that have to 
do with dancing 
Well, classes to help me get better jobs and 
careers 
What will you need to do to get into 
college, or another program to access 
those types of classes? 
Well I’ll probably need to learn 
more about them 
Well, I need to be independent, and I’m not sure 
Tell me about your goals for where 
you want to live.  
Well, I plan to, well, if I live on my 
own I plan to live mainly with 
roommates, like I plan to rent a 
house 
I plan to live on my own someday like in an 
apartment 
What will you need to do in order to 
reach those goals?  
I’ll need to do stuff round the house I will need to uh learn as much as I can, probably 
work on my skills 
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
Well how I think they’ll help me 
out is they’ll be pretty useful 
Well, probably because they’ll become my 
greatest strengths, and they’ll probably, like, help 
me to do better on my job. 
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
Well probably (?) good Well, I could probably accept the job but maybe 
work harder for a better job.  
What are some things you might 
consider weaknesses? 
Well, like, not exactly being as 
good at math 
Well, probably things like sewing, uh, probably 
things like, probably taking care of kids,  
What can you do to overcome those 
weaknesses?  
I can probably learn a new strategy Well, I could probably work harder and probably 
learn new things. 
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 
Well also, I’ll want to work hard on 
taking the public transit like buses 
and trains. 
Oh, well, probably wanting to date as one (to 
date? ) Yeah. Ok, uh (anything else?) probably 
wanting to have better friends (is that it), well 




Pre Question- Interviewer  Pre Response- Student Post Response- Student 
Tell me about your strengths, what 
things do you do best? 
Ok so one of my strengths, I’m 
really strong, and I’m really good 
at naming a lot of action movies, 
that’s one of my strengths 
Ok, so, my first strength is I’m really strong, and 
I can run really fast and I’m good with kids. 
Tell me about the things you like to 
do. 
OK, so I like to play call of duty, 
and I like to play army guy games 
OK, so what I like to do, I like with Legos, and I 
like to play video games, and I also like to tend 
babies and children. 
Tell me about things that you don’t 
like to do.  
Ok I do not… ok I do not like to 
ride bikes, I do not like to ride 
motorcycles. Like are those really 
good, or should I name more (you 
can name however many you want) 
I think that’s good (that’s good, 
then we’re good)  
OK, so what I don’t like to do, I don’t like to 




Pre Question- Interviewer  Pre Response- Student Post Response- Student 
Tell me about your goals for when 
you graduate and leave school? 
Are you asking me what job I want 
to do (well yeah, that’s the next 
question, do you want to answer 
that one first) So when I get out of 
school I want to join the military 
(and what other goals do you have, 
what else do you want to do) what 
else, I want to be a cop. 
So you want me to tell you about kind of what I 
want to do as a job (yep, or anything else you 
want to tell…) so what I want to do as a job, is I 
want to be a child care worker, because I love to 
be around kids. 
What kind of job do you want to get? Skipped (skipped-he already answered this with the last 
question) 
What will you need to do to get that 
job? 
Skipped (accidentally skipped) Ok, so what I’ll have to do, I’ll have to tend my 
grandkids first and then I’ll have tend some other 
peoples random kids, like some of my neighbor’s 
kids, that’s what I’ll have to do first. 
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
Sorry, I don’t want to join a college Ok, so I don’t think I want to go to college.  
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
Skipped (If you were to go to a college or other program, 
what kinds of classes would you want to take?) 
Ok, I’d want to go to the University of Utah. The 
one class I’d like to do is to how to give a baby a 
shower and how to stop it from crying 
What will you need to do to get into 
college, or another program to access 
those types of classes? 
Skipped (if you chose to go to college, do you know how 
to get into that program?) No, I do not know that.  
Tell me about your goals for where 
you want to live.  
OK, I plan to live on my own, and I 
want to live in Las Vegas 
Ok, I want to live on my own self, and I want to 
live in an apartment. Actually change that, I want 
to live in a house actually.  
What will you need to do in order to 
reach those goals?  
You need to practice, a lot of 
practice 
Ok, so I’ll have to do… I’ll have to practice by 
living by my own self, is what I think I’ll have to 
do to reach those goals.  
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
OK, I’m good at with my strengths 
and stuff 
Ok, Ok so how my running strength will help me, 
ok so let’s just say that there’s a baby crying and 
it’s far away from me, I can run to calm him or 
her down. 
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
Like, ok, so if I don’t get a job I 
applied for I’d just start looking for 
a different job 
Ok so, if something doesn’t work out, I’d just 
problem solve. 
What are some things you might 
consider weaknesses? 
Spiders, breaking stuff, snakes, all 
bugs are a weakness to me 
OK, so you ask me what I’m afraid of? OK, I’m 
afraid of dropping stuff. I’m also afraid of 
spider’s and snakes. (Ok, so when I talk about 
weaknesses, weaknesses are things that you’re 
not very good at, or that you’re not as good at. So 
what are some things that you’re not as good at, 
or that aren’t your strengths). Ok I’m not good at 
handling bugs and that kind of stuff. 
What can you do to overcome those 
weaknesses?  
By going in a room with spiders, a 
lot of spiders 
Ok, I can, I can be around a lot of bugs and stuff.  
Is there anything else you’d like to tell 
me about your goals for when you  
graduate and leave school? 
No No. No. 
 
T1S3 
Pre Question- Interviewer  Pre Response- Student Post Response- Student 
Tell me about your strengths, what 
things do you do best? 
Um, well, I love to dance, and I 
sometimes you know, I will like go 
to parties, and then I’ll get my mom 
and dad to dance with me, yeah… 
Uh, my strengths is child daycare to help kids 
who has a special needs, uh yeah, that’s my 
strengths 
Tell me about the things you like to 
do. 
Ooo, well I like going out with my 
family, like restaurants, or lik, or 
other birthday parties, yeah. 
Um, I could like, like, I don’t know, like babies 
who needs to cry, I carry them and hold the bottle 
and be calm and let them go to sleep 
Tell me about things that you don’t 
like to do.  
Ooo, I hate that… I don’t know 
idea what is my worst thing, yea, I 
I don’t, I don’t like, like people, to you know, to 




Pre Question- Interviewer  Pre Response- Student Post Response- Student 
don’t know. that 
Tell me about your goals for when 
you graduate and leave school? 
Ooo, I’m thinking about, like, if I 
go, like some other schools, that I 
will get there, or if I want to get 
other jobs that I want to get, so… 
Um my goals is to get my diploma and then, just 
go to my work that I like, yeah. 
What kind of job do you want to get? Like a high school kids, like 
kindergarten kids, what has special 
needs, yeah 
Um, I’d like to work at a child daycare to you 
know help kids to be safe, to not get into fight 
with other kids, or need, you know, other stuff 
What will you need to do to get that 
job? 
Skipped- accidentally Um, to help teachers that is like in the 
classrooms, if they need to work with me and 
then to get good things. 
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
Hmmm, I don’t know, I have no 
idea 
I don’t know about that, so yeah 
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
Umm, I could take some, well, I 
need more help for math, I need 
more help to read, but I know how 
to do like singing, or dance, or art, 
or anything, yeah, 
I don’t know about that question, so.  
What will you need to do to get into 
college, or another program to access 
those types of classes? 
Hmm, well, that’s a hard question, 
but my opinion is that help people, 
how to go to the college or go to 
the different school, or… 
Hm, I don’t know that question (and that’s ok.. if 
you don’t know the answers that’s fine) 
Tell me about your goals for where 
you want to live.  
Well, I’m still living with my 
family so I don’t want to live alone 
I’m still living with my family, so yeah, if they 
need… like my mom needs help, like be helping 
her to my brother, he has special needs too, and 
she needs me to help her to, you know, do stuff at 
home. 
What will you need to do in order to 
reach those goals?  
Um, (either going, taking classes in 
the community…) Well, I’ll just 
still living with my family, if they 
need help. 
Hmm, I don’t know that question  
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
Um, well I just want to help my 
mom. I need to help with people 
who have special needs, um, go to 
some um classes I want to take and 
learn about them more. 
Uhh, to get a good strategy and, so yeah. 
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
Well, I need to find a different job, 
so 
Um, I could talk with the teachers, that it’s not a 
good strategy, and then, I don’t know. 
What are some things you might 
consider weaknesses? 
Well, I don’t know Hmm, I don’t know 
What can you do to overcome those 
weaknesses?  
Skipped To help kids, you know, other kids, so yeah. 
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 
Hmm, help people, so yeah.  Um, my goals is I’m still thinking about that 
question, so yeah.  
 
T1S4 
Pre Question- Interviewer  Pre Response- Student Post Response- Student 
Tell me about your strengths, what 
things do you do best? 
Um, let’s say, like, um, that I’m 
good at? That I do all the time? 
(Yep). I’m mostly good at keeping 
things perfect, that is if it’s like out 
of line, if it’s maybe like out of 
place, then I’ll put it back the way 
it was because, so I’ll just be like, 
yeah, because I just think that its, 
that people don’t put things back 
the way they were. 
Um, my strengths are that I’m good at cleaning, 
especially when I’m at my home. And I don’t like 
things that are misplaced or dirty or anything or 
else I have to take care of myself by fixing that 
problem so I just clean up after my family self, 
yeah.  
Tell me about the things you like to 
do. 
Well, there’s not very much, but 
when I’m at home, I usually just 
chill at my own house and at my 
I like to do is all the time I like to do is listen to a 
lot of music like rock music or specially another 




Pre Question- Interviewer  Pre Response- Student Post Response- Student 
own room, and if I’m like, thinking 
of something, like watching a 
movie on the tv in my room, I’ll do 
that or playing on my system game, 
and if I don’t really think of things 
that I should do in my room, my 
head doesn’t function a lot or think 
of things to do in my room or when 
I’m in my house, so I just let my 
mom know when I’m bored, or 
whenever.  
wrestling games, sport games, and that’s about it, 
so that’s yeah.  
Tell me about things that you don’t 
like to do.  
Um I don’t like to go outside a lot, 
so I’m just not mostly a people 
person, I don’t like to meet people, 
or talk to people, but when my 
mom wants to, or my parents want 
to introduce people, then I’ll be 
introduced and I’ll be nice that 
way, yeah.  
I don’t like to go outside as much or drive 
anything, or drive around a lot, I don’t do that 
especially, but yeah, well when my mom needs 
me go somewhere to help, I’ll help. Yeah, so 
that’s pretty much, yeah. 
Tell me about your goals for when 
you graduate and leave school? 
My goals in life are to probably just 
get a job and work the most time 
that I can and probably, I’m not too 
sure about college but that’s way 
too far for me to know, yeah. 
Um, my goals, is to get a job, and work hard to 
succeed to work wherever I need to be or 
wherever I want to go and so I just wanna, yeah, I 
wanna just, yeah, that’s pretty much what I 
basically want to get is a job.  
What kind of job do you want to get? I want to work with animals, so 
there’s like, this place that my 
parents told me about, that helps 
you take care of the dogs, like, 
they’ll let you know that when it’s 
time for them to go outside and you 
can stay out there for like 10 
minutes, and then when it’s time to 
come back inside they’ll let you 
know what to do after that, so… 
Uh, there’s two separate things that I want to get 
a job for. I want to work at a Home Depot or I 
wanna work at a dog’s and pets humane society 
where they have volunteers and they love all us 
people to help. 
What will you need to do to get that 
job? 
To, um, follow the instructions, 
what they tell us to do, what they 
need us to do, and for that, yep, 
that’s pretty much it. 
Um to, hmm, to like work as hard enough as you 
can so you can improve your skills of how much 
you work, so yeah.  
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
Um, I would say like, um, kind of a 
tough question for that (and that’s 
ok)… 
Um, it would be like, you would make more 
friends, you would go out to special different 
communities where they would take you, and if 
you had to like maybe go on a bus or two, or not, 
or just like, yeah.  
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
Um, I would take English, sign 
language cause I think that I have 
no experience learning in sign 
language, with like your hands and 
stuff, and so… And then maybe I’ll 
take math classes and stuff, cause I 
want to learn a lot of math and all 
that. And let’s see, chemistry 
would be cool, and science. So 
those are like 5 things I want to 
learn about in college. 
I would want to take, I like to do like, like math, 
art, or like, um, hm. That’s all I’ve truly got, 
yeah.  
What will you need to do to get into 
college, or another program to access 
those types of classes? 
Um, let’s say you work hard, like 
things that you need to get done 
first, before you can earn those 
classes, so you can just let them 
know that I’m not ready those 
classes until I’m ready. 
Um, maybe sign up to help with like students at a 
middle school, or something, just to be a sub 
teacher, or something.  
Tell me about your goals for where 
you want to live.  
Probably just in an apartment, 
cause probably a house is way too 
much to get. 
IN an apartment, I would like to live in an 
apartment, with a girlfriend, if I just get one, find 
one out there.  
What will you need to do in order to 
reach those goals?  
To earn, probably just going to 
school and learning about things 
To work harder of where you’re getting your first 




Pre Question- Interviewer  Pre Response- Student Post Response- Student 
that are important to you firstly. want and need for that, so yeah. 
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
Um, to like, focus on the things you 
need to do and all that, and once 
you don’t need to do them 
anymore, better that you know that 
you’re throwing those things, so 
yeah. 
Uh, to be a better sportsmanship, to help out with 
other kids, or something, like something, like 
when a kid says I’m not good at that I’m like I’ll 
support them of how good they are cause that’s 
who you really are, to support that person. 
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
Um, if they say, like, if you’re 
looking, if they try to like, if you’re 
going to a place, wherever a 
restaurant is, they’ll let you know 
that, they’ll give you a paper 
sometimes and let you know that 
you need to look us up online, we 
have it right here the information 
that you need to have to let us 
know when you are coming to the 
job or when you are going to be 
here, so that’s why. 
Um, I wouldn’t have to stress about it, so I would 
have to find out another job, maybe online or 
something.  
What are some things you might 
consider weaknesses? 
Hmm, let’s say, does it mean, like 
how it affects you to work around 
other people, or something like 
that? (Um, just maybe anything that 
isn’t a strength, so things that 
maybe are hard to do, or you’re not 
as good at, or things you wish you 
were better at). Um I wish like, 
better at, trying to be, a smarter 
person, because sometimes I feel 
like I’m not as smart as I can be, 
but it’s ok if you’re not, so yeah. 
And when other people are trying 
to let you know things around you, 
yeah. 
I’m not as good at, like when someone tries to tell 
a word or a language, I would be like, uh I just 
don’t like to say it, or I just don’t know how to 
say it, or you know, someone tells me can you do 
this or that, I’m like, I’m not as good as you think 
I am, so yeah.  
What can you do to overcome those 
weaknesses?  
Mmmm, to learn more things from 
other people that know more than 
you cause you never know if you 
want to, like ask someone what 
does it mean, or what does it have 
to do with that.  
To try to improve how to do the things you can 
do as someone showing you, and if you do it, 
you’re good at it, and that’s how they try to 
improve your skills, how you’re learning, that 
way, from that person.  
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 
Mmm, probably marriage, I guess. 
So, like, if I, I don’t have a woman 
right now, but I’ll wait, there’s a lot 
of time for me to wait for that, 
hmm. Not too sure, just marriage, I 
guess, nothing else.  
Uh, no, I don’t think I have anything else.  
 
T1S5 
Pre Question- Interviewer  Pre Response- Student Post Response- Student 
Tell me about your strengths, what 
things do you do best? 
Clean the house Working 
Tell me about the things you like to 
do. 
(what do you enjoy doing, what do 
you like… could be what you do 
for fun, what you do in school…) 
NR 
Help the babies 
Tell me about things that you don’t 
like to do.  
I don’t like to work N/R 
Tell me about your goals for when 
you graduate and leave school? 
Get a job Get a job 
What kind of job do you want to get? Work with the babies Working with the babies 
What will you need to do to get that 
job? 
To get my diploma To get my diploma 




Pre Question- Interviewer  Pre Response- Student Post Response- Student 
college, or attending another type of 
adult education program. 
next question 
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
N/R N/R 
What will you need to do to get into 
college, or another program to access 
those types of classes? 
N/R N/R 
Tell me about your goals for where 
you want to live.  
N/R With my mom 
What will you need to do in order to 
reach those goals?  
I don’t know (like what do you need to do to reach your goal of 
working with babies or living with your mom) 
Clean 
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
Skipped (accident) Take out the garbage 
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
N/R N/R 
What are some things you might 
consider weaknesses? 
N/R Reading 
What can you do to overcome those 
weaknesses?  
Skipped (Or what can you do to become better at 
something you’re not as good at) 
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 
I want to get married Uh, I don’t know.  
 
T2S2 
Pre Question- Interviewer  Pre Response- Student Post Response- Student 
Tell me about your strengths, what 
things do you do best? 
I um, I listen. I, um, I pay attention. 
Um, I don’t know.  
Um, that’s a hard one. Football. Baseball.  
Tell me about the things you like to 
do. 
I like riding bikes, music, um, 
watching TV, um, I don’t know.  
Um, I like to play video games, watch TV, um, 
play sports,  
Tell me about things that you don’t 
like to do.  
Um, I don’t know. Um, I don’t know 
Tell me about your goals for when 
you graduate and leave school? 
Uh, I like to learn the bus route, 
and the train. Um, and the signs. 
Um, that’s it.  
Um learn how to take the bus, the train, um, how 
to cook, how to do dishes.  
What kind of job do you want to get? Um, I want to get, um, a lawyer 
job, a lawyer, that’s it.  
Um, Smiths 
What will you need to do to get that 
job? 
Skipped, accidental Um, I don’t know 
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
Can be hard, I have to study a lot. 
Um, and stuff like that.  
Um, I don’t know that one 
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
Um, a program? Driving, um, 
learning signs, um, that’s it. 
Um, I don’t know 
What will you need to do to get into 
college, or another program to access 
those types of classes? 
Skipped, accidental No 
Tell me about your goals for where 
you want to live.  
I want to live in um in a big house.  Um, a big house. Um, that’s it. 
What will you need to do in order to 
reach those goals?  
Um, study, um, pay attention a lot, 
um, that’s it. 
Um, I don’t know. 
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
Um, I don’t know. That’s a hard one, I don’t know.  
What do you do when something 
doesn’t work out, such as not getting a 




Pre Question- Interviewer  Pre Response- Student Post Response- Student 
job you applied for? 
What are some things you might 
consider weaknesses? 
Um, I don’t know. Um, being sick. Um, that’s it. 
What can you do to overcome those 
weaknesses?  
Skipped, on purpose Um, I don’t know. 
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 
no Hmm, no.  
 
T2S3 
Pre Question- Interviewer  Pre Response- Student Post Response- Student 
Tell me about your strengths, what 
things do you do best? 
Uh, I like I don’t know how to say 
it, uh, I don’t know how to say it. I 
like chicken. 
Learning 
Tell me about the things you like to 
do. 
Uh, working. Read a book 
Tell me about things that you don’t 
like to do.  
I like noodle more Cooking food 
Tell me about your goals for when 
you graduate and leave school? 
Uh, I’m my last year here. Work at 
a job. 
Work at a job- mow the lawn 
What kind of job do you want to get? I don’t know… clean Work at the mow the lawn the grass 
What will you need to do to get that 
job? 
Every day, Put the gas in 
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
I’m a don’t go to college, too many 
money.  
Go to college (do you want to go to college) yeah 
I want to go to college 
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
High school Classes, class 
What will you need to do to get into 
college, or another program to access 
those types of classes? 
High school Yeah, do a math, something 
Tell me about your goals for where 
you want to live.  
No, live with my parent I live my family 
What will you need to do in order to 
reach those goals?  
Be good Be good 
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
I’m a cook I don’t know 
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
No job, (what happens if you don’t 
get a job that you want)- I don’t 
know 
Not come to school, I’ll be work a job 
What are some things you might 
consider weaknesses? 
Yeah, I don’t know how to… Not good at college, do a lot of math 
What can you do to overcome those 
weaknesses?  
Every day Learn the math 
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 
Uh, working. That’s it.  Yeah, work at the, I’m a graduate high school. 
(anything else), nothing, I don’t know, that’s it.  
 
T4S1 
Pre Question- Interviewer  Pre Response- Student Post Response- Student 
Tell me about your strengths, what 
things do you do best? 
Um, I’m most kind, and I 
understand people better and a lot 
of people don’t get people and so I 
just try to sit there and be like, ok I 
can listen to you even though it 
might be difficult or hard so I just 
listen to them, and I’m always 
I’m good at listening to other people, cause, like 
listening to other people is good, like not very 
many people have somebody that they can go to 
and like listen, but then like in some moments, 
I’ll be like, I can’t listen to you, like, I have my 
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loving. 
Tell me about the things you like to 
do. 
I like to draw, that’s one thing I 
like to do, to escape the world, is 
just to draw. That’s basically what I 
like to do and basically anything 
else.  
I like to be outside, I love to create things like, 
it’s just a normal thing I like to do. Um, I love to 
be on my phone, like most people they love to be 
on their phone, and I do. Um, sometimes I like to 
be alone by myself, most people are like, I hate 
being by myself, but I love being by myself, I 
love just being by myself, I don’t know why, but 
whenever I get a chance I can be by myself. 
Tell me about things that you don’t 
like to do.  
Hiking, I hate hiking. Absolutely 
hate, cause I can’t do it, cause I 
have (…..she listed a medical 
condition here, and I can’t 
understand it or rewrite it)- in my 
legs and I can’t really do anything 
and walk very far, but I like to walk 
and do things, but not over 
excessive where it hurts.  
Um, anything with activities, I hate. I like 
watching them, but like, I can’t run, I can’t walk I 
can’t do most things like most people, but like, I 
want to, just I can’t. um, I don’t there’s so many 
things I hate, I really can’t think. I don’t know.  
Tell me about your goals for when 
you graduate and leave school? 
Hopefully get a job Um I eventually want to live um, with a husband 
and some kids, cause I love kids, and I eventually 
want to do that like most people 
What kind of job do you want to get? Working with kids Um, I really don’t know, just looking into a lot of 
ones, I don’t know. 
What will you need to do to get that 
job? 
Basically take time, takes time, 
patience, waiting. 
Take time, look at it, see what you need to do. 
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
Mmmm, I don’t know, that’s all I 
can say. 
It’s stressful to me, I don’t know why, it just 
seems stressful. 
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
No I would take, um, the body one, cause I love 
learning about the body and how it works, and 
stuff. Can’t remember what it’s called, but 
whatever. 
What will you need to do to get into 
college, or another program to access 
those types of classes? 
No I have no idea. 
Tell me about your goals for where 
you want to live.  
I want to stay by my parents Um, I do want to live on my own. I would 
probably want to go to live in Australia, but it’s 
too far away from my mom.  
What will you need to do in order to 
reach those goals?  
Take time, don’t stress about it Um, plan them out and hopefully they’ll have 
successes.  
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
Um, I don’t really know. Again, just taking time, cause you gotta take one 
step in front of the other, you can’t really just 
take ten hundred-bazillion steps and hopefully, 
you know, get there, but it doesn’t really happen.  
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
I’ll kind of be bummed about it for 
a little bit, and then, for like a week 
or two, and then be like, OK, it’s 
ok, fine, like, but like, if something 
doesn’t go the way I want it to, 
then I like freak out about it, and I 
don’t really like that, but it’s ok, 
and then, after that, I’ll just be like 
it’s ok.  
Um, I’d cry about it and then I’ll be like I’m 
totally fine. That’s how something works.  
What are some things you might 
consider weaknesses? 
Patience, is one of them. Sometimes getting upset at people, like when 
people don’t understand me or what I go through, 
they say other things like, o that’s, you just have 
to buck up, you have to like, deal with it, and 
where sometimes life doesn’t give you lemons, 
you sometimes just have to go with it cause 
sometimes you can’t choose what life has to 
throw at you. And I get pretty angry because I 
know that life doesn’t give you lemons, but like, 
they, other people think that they can tell me, I’m 
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listen to what other people have to say, I just 
want people to listen to what I have to say instead 
of their opinions, cause their opinions really 
matter to them, not to me. And, so I think, when 
that doesn’t work out, it throws me off and it gets 
me mad cause I’m like, I don’t, I don’t really 
want to listen to other people and what they have 
to say. They can tell me, they can like give me a 
suggestion, but like when my life is not going 
right at that moment, like, don’t, people just think 
they can tell me, and I’m like I don’t really care, 
like I don’t really want to listen, cause it makes 
me angry.  
What can you do to overcome those 
weaknesses?  
Take time.  Really balance it out, cause I need to listen to 
other people, it just doesn’t happen. 
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 
Chill out.  Mmmm, I can’t really think right now.  
 
T4S2 
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Tell me about your strengths, what 
things do you do best? 
Lifting stuff, lifting garbage Um, lifting salt 
Tell me about the things you like to 
do. 
Um watch movies Watching movies 
Tell me about things that you don’t 
like to do.  
Sleep I don’t have anything I don’t like to do 
Tell me about your goals for when 
you graduate and leave school? 
Getting a job I’m being a police officer 
What kind of job do you want to get? Um, being a police officer Being a police officer 
What will you need to do to get that 
job? 
Prepare Get prepared, do training 
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
Good Um, I don’t know (too many words, I asked him 
again to clarify and simplify the question- I asked 
about college and was it something he wanted to 
do) Yes. 
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
Math Training class 
What will you need to do to get into 
college, or another program to access 
those types of classes? 
Get money Um earn a lot of money 
Tell me about your goals for where 
you want to live.  
Family Um, in Logan 
What will you need to do in order to 
reach those goals?  
Do them Work hard 
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
Skipped (accident) Um, to make me stronger 
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
Find another one Um I ask for another job 
What are some things you might 
consider weaknesses? 
I don’t want to answer it I don’t have any weakness 
What can you do to overcome those 
weaknesses?  
Um, by exercising Skipped (intentionally) 
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 
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Tell me about your strengths, what 
things do you do best? 
I’m good at helping people I’m good at helping people and being on time 
Tell me about the things you like to 
do. 
I like to do art and crafts I like to read books and play games 
Tell me about things that you don’t 
like to do.  
I don’t like to be told what to do I don’t like to be bossed around 
Tell me about your goals for when 
you graduate and leave school? 
I accomplished most of my goals 
already (so what do you want to do 
when you leave school) I want to 
serve a LDS service mission 
I want to serve a Mormon mission 
What kind of job do you want to get? Right now, I work part time at 
(*********) 
Right now, I am working at (*****) but I’m 
thinking about being a YouTube creator, after 
I’m done with post-high 
What will you need to do to get that 
job? 
Volunteer at whatever job that I 
might want to do. 
I need to know how to film myself doing things, 
and I need to know how to read the comments 
and the description box so I know what videos 
people like to watch and what they don’t like to 
watch 
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
I’m not sure I’m done going to school for right now 
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
I want to take some art classes I’m looking into a computer class 
What will you need to do to get into 
college, or another program to access 
those types of classes? 
(I had re-phrase)- You need to 
register for them 
I’m not sure yet (in reference to taking the 
computer class) 
Tell me about your goals for where 
you want to live.  
I might in the future, but not when I 
leave school 
I want to live in an apartment with my friend. 
What will you need to do in order to 
reach those goals?  
Work on them a lot Work on them and try different things 
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
(I had to rephrase)- They help me 
be more comfortable being around 
new people. 
I’m not sure 
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
Try again Try something different 
What are some things you might 
consider weaknesses? 
Having a hard time doing 
something 
I’m not very good at science. I have a hard time 
using the stairs by myself 
What can you do to overcome those 
weaknesses?  
Ask someone if they can help me 
be better at something 
Exercise my legs and practice doing science 
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 
I want to find another job. My family is taking me to London and to Paris 
(have you always wanted to travel around the 
world) yes 
T4S4 
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Tell me about your strengths, what 
things do you do best? 
Um, I work Um, I help other people and I work with them 
Tell me about the things you like to 
do. 
I like to hang out with friends I like to hang out with friends 
Tell me about things that you don’t 
like to do.  
I don’t like to stay at home Um, I don’t like to be in a wheelchair 
Tell me about your goals for when 
you graduate and leave school? 
Um, I am hoping to live out of our 
house and we are hoping to work  
Well, I want to move out of my house and go to 
a home and be independent 
What kind of job do you want to get? Um, I want to help people Um, I want to work with older people 
What will you need to do to get that 
job? 
Uh, like I don’t know Well, I already have one. (so do you want to 
keep doing that job) Yes 
Tell me what you think about going to 
college, or attending another type of 
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adult education program. 
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
Um, I don’t know Um, I don’t know. Whatever I can 
What will you need to do to get into 
college, or another program to access 
those types of classes? 
I’d ask around I would talk to my mom and dad so they could 
help me  
Tell me about your goals for where 
you want to live.  
Yeah, I want to live on my own, 
but in assisted living 
Well, I want to live in a assisted living home 
with other people that are my age/ 
What will you need to do in order to 
reach those goals?  
I don’t know Um, get more time on my own 
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
Skipped (accidentally) Um, I don’t know 
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
I would ask more people I will talk to my mom or my dad about it 
What are some things you might 
consider weaknesses? 
Um, being in a wheelchair  Well, for one, being in a wheelchair. 
What can you do to overcome those 
weaknesses?  
(I asked, so what do you do to 
overcome your weaknesses, like 
what do you do to access the 
community and what not) 
I like to do everything that I can 
Skipped (intentionally) 
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 
No Um, no 
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 Umm- just only one, so I think that 
I can live on my own, be 
independently to pay the bills and 
the water, like the power, to be 
independently, that I want to live 
on my own so nobody can boss me 
around. 
 
Tell me about your strengths, what 
things do you do best? 
Um, I do best is like dancing, it’s 
my life. I’ve been doing singing, 
my voice, it’s kind of weird not to 
sing. And I’ve been like drinking 
water every day to sing, to help me. 
Um, my strength is, uh, I’ve been watching a lot 
of TV, at my house, and yesterday, I tried to ask 
my mom to go to the gym with me. 
Tell me about the things you like to 
do. 
I like to do, is like, watch TV or 
play video games. 
Um, I like to play video games at my house and 
uh, I love to dance and I love to sing 
Tell me about things that you don’t 
like to do.  
Um, I don’t like to do is that I don’t 
like to , I don’t like to clean 
Um, that’s a good question. Cleaning 
Tell me about your goals for when 
you graduate and leave school? 
Um, Since I was in high school I’ve 
got a lot of goals, and I’ve got I’m 
doing very well on my goals. And 
I’ve been doing like the money and 
the math, and it’s like OK, that I do 
the money, and the goals are my 
goals during my IEP meeting  
Um, I have a lot of goals, like getting like an, 
like a hundred percent of my, uh, of my regular 
data work on, um, some of my goals are higher 
and then lower, and its kinda getting good 
grades before I graduate college 
What kind of job do you want to get? I really want to work at the movie 
theater, closer to my house 
I want to work at the movie theater 
What will you need to do to get that 
job? 
Um, I really want to go to college 
here at USU. I want to study music, 
and some other classes I want to 
take, just like dancing or singing.  
Um, I’ve been waiting for years to apply for a 
job, and my grandma says that when you get 
back from Italy to Logan that I can get a job at 
the movie theater 
Tell me what you think about going to 
college, or attending another type of 
College, I’d like to do college. 
Music and dancing. 
Um, I want to attend college, because, um, it’s 
my dream to go to college, and um, I’ve been 
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adult education program. uh, I told my mom if I want to move out before 
I turn 21, but I can’t leave my mom, there’s a 
guardianship for me that I cannot leave my 
mom 
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
Um I want to get into college 
because, uh, before I graduate from 
high school I want to go to college 
really badly to take classes with my 
friends that I know. And now I just, 
um, like, I’m happy that I’m going 
to college that I’m going to get 
some classes, and this is one that 
I’m taking 
Um, I think music, I want to study music 
 
What will you need to do to get into 
college, or another program to access 
those types of classes? 
 I’s kind of, it’s kind of like my music career for 
apply and get the adult or head class, probably, 
and I want to be responsible and be allowed to 
be more independent, to do all my things 
Tell me about your goals for where 
you want to live.  
I want to live in some apartment, I 
could live closer to my mom, but I 
can’t because there’s a 
guardianship for me, that my mom 
needs to take care of me, she wants 
me to stay home. There’s 
something that’s like, yeah, sad, 
cause my aunt moved during 
Thanskgiving.  
I want to live with a friend, that I cannot leave 
my mom 
What will you need to do in order to 
reach those goals?  
Um, my goals is like, the high 
goals..(So what do you need to do 
to reach them) um what I need to 
do, I need to do is I need to 
complete my goals and graduate 
college, and just no school for me 
that I can live with my mom and 
spend more time with her.  
Um, in order to reach my goals is, I want like 
one hundred percent that I could do all of my 
work done and see if I am done quickly that it 
could do a lot of work 
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
My goals, they are kind of easy for 
me, that my teacher (***) she put 
my goals on some paper that I 
could so I’m doing good or bad, so 
I’m doing really good work on my 
goals. 
Um, so my strength is um, I’ve been like, laying 
on the couch for all day and I been doing noting 
at home I just been watching tv a lot and I just 
ate I want to eat healthy before I can not eat a 
lot of junk food like I want to eat healthier foods 
like um, like carrots or like broccoli or like 
cauliflower like that 
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
I just do, I have to think about it, 
it’s kind of hard, it’s kind of maybe 
happy 
If I don’t’ get a job, so, I may be working at the 
store. My mom asking me I could work at TJ 
Maxx 
What are some things you might 
consider weaknesses? 
Um, my weaknesses, I’ve been 
eating a lot junk food a lot. My 
mom says I need to lose weight 
because I’ve been eating like a lot 
of junk food, even outside the town 
like burgers or different kinds of 
foods, made me bloated, and I need 
to lose weight and go to the gym.  
 
Um, I’m not very good singer, like um., I get 
like a boy voice when I sing badly, but it’s kind 
of harsh 
What can you do to overcome those 
weaknesses?  
My weaknesses is like a little bit 
kind of strong, and now my 
weakness is kind of like, I don’t 
have diabetes, but kind of like 
difficult about my weakness, my 
weakness is just, is just um, I’m 
getting fat and getting chubby,  
Um my weaknesses is um, I… so my weakness 
is I uh, wanna cook for my mom and um, and I 
told my mom I could cook dinner but it was too 
late and my mom barely made food the other 
day when I was at home with her 
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 
Um, that’s kind of, this is kind of 
hard. Before I just graduated and 
get my goals, and then I just do like 
different kinds of stuff like that so. 
Um, I was like being um happy that 
Um, yeah, I think so. Um, my, one of my goals 
is kind of like getting 95% on my goals and uh, 
I decided that I want to, uh, more higher than 
getting those goals up for me that I could 
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I graduated high school and then 
came here to meet new friends. It’s 
kind of weird that I came here that I 
knew some people that I knew. My 
friend (****) came here and now 
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Tell me about your strengths, what 
things do you do best? 
My strength is possibly 
encouragement, it is definitely 
encouragement because I kind of 
like uh, for, for a lot of reasons, uh 
encouragement is a very good 
strength for me cause like, hey, you 
can do it. 
Um, it’s basically encouragement, I kinda like 
encouragement best. 
Tell me about the things you like to 
do. 
I have lots of things that I like to 
do. I’ve so much on my mind. One 
is that, is that, is that, uh magic 
tricks, magic tricks and also, and 
also playing games.  
Uh, I like to do magic tricks. 
Tell me about things that you don’t 
like to do.  
Um, this is a tough one. Um, I 
think its, I think it’s getting 
overwhelmed, I think it’s getting 
overwhelmed and stressed. I get 
stressed easily, but sometimes I’m 
always like, ooooh, I’m stressed 
out, I can’t work very well because 
of the stress.  
Oh, I don’t like… Oh. I like um, I don’t like, 
um, I don’t like, uh, I don’t like eating uh, 
eating um types of food, but that doesn’t mean 
that I hate food in general, I just don’t like 
certain kinds of food.  
Tell me about your goals for when 
you graduate and leave school? 
Uh, my goal is to get a job and also 
to work independently, very much, 
independently as possible. 
Um my goals are to be a prep cook. Um, I kind 
of like the cooking shows and all they, they do a 
lot of prepping, smashing garlic and chop 
parsley. 
What kind of job do you want to get? Uh, I don’t know, I don’t know. 
Uh, maybe a restaurant or 
something. 
Um, being a prep cook, I think it takes a lot of 
practice, I think it takes a lot of practice because 
of, um, um, to measure how much kinda, kinda 
like a, one inch thick or two inch pieces or like 
half an inch or possibly an eighth of an inch or a 
16th of an inch, you never know unless you, 
unless you um, ah, um, unless you actually um, 
unless you actually, um, uh, measure with a, 
with a yard stick or a measuring tape, like, uh, 
anything that will help you. 
What will you need to do to get that 
job? 
Get a food permit because 
everybody some people want a 
food permit, and like you want to 
get some food, you want to cook 
food, I actually made a, I actually 
cooked a few dishes, not many 
though.  
You need, uh, special skills and you need a lot 
of practice, you need tons of practice in order to 
be a prep cook, otherwise it’s going to be like 
um, messed up. 
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
I’m feeling a little bit nervous 
because this is my third year, but 
it’s, I can’t put it in words, though, 
I just felt like, I just felt ok, ok is 
this the right thing for me or should 
I do another path. I don’t know, I 
don’t know. 
Uh, another adult ed program (like a technical 
college like Bridgerland, or, just community 
classes). I, I don’t know, I don’t know that for 
sure, but, maybe I can, I can be, I can go to 
college, um. 
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
Uh, history, history. I’m a huge 
history person. 
Uh, history. Um, mostly history, mostly history.  
What will you need to do to get into 
college, or another program to access 
those types of classes? 
Get a good, get a good scholarship, 
a good scholarship. 
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Tell me about your goals for where 
you want to live.  
I’m not planning to live on my 
own, which is very sad for me 
because, uh, but I’m going to live 
with my parents, but that’s totally 
up to me though. I think that’s the 
safest route that I can take because 
I don’t want to be overwhelmed on 
my own, but if I had to be alone, I 
would work in, I would be in 
Louisiana, I would be in Louisiana 
Uh, I’m not planning to live on my own. I’m 
planning to, to uh, live with my parents for 
about 10 years or maybe even 20 years.  
What will you need to do in order to 
reach those goals?  
Uh, work hard, um encouragement, 
accept feedback, which is a huge, 
which is a major accomplishment 
Um, ah, I have to be confident in myself, of 
course, I have to be extremely confident, and 
also accepting feedback. I’m not, I don’t accept 
feedback very well, but I am learning on, I’m 
learning.  
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
I think it will help me because 
everybody needs encouragement, 
everybody needs encouragement 
somehow upon their lives, and I 
think encouragement is a fantastic 
step 
I think it will reach my goal, because I, um, I 
think it’s very, I think it’s very clear in my mind 
that you have to get a job and you have to keep 
that job as long as you can. 
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
I’ll just say like, I’ll just say like, 
ok maybe it’s not for me, um 
maybe there are like thousands of 
jobs out there, and it’s like my gosh 
I didn’t’ the job that I enjoy, well, 
actually, um, I think, I think they’re 
going to give you another 
opportunity if somebody gets like, 
hey we’re going to cut you loose, 
ok, hey, we’re gonna cut a person 
loose, you’re back in it, which is a 
big plus a huge plus 
I can try again. Or if that person is cut, is cut, is 
um, if that person is cut loose, um, then I think, 
I think I’ll be in business of getting the job that I 
want, which is a prep cook 
What are some things you might 
consider weaknesses? 
Stress, nothing tops my, nothing 
tops my personality more than 
stress and encouragement, and 
they’re both opposites in my view. 
Stress is, it’s just stress, it’s like, 
it’s… 
Stress, definitely stress. Stress is actually not a 
good thing to be stressed, not a good thing at all.  
What can you do to overcome those 
weaknesses?  
Um, I can do a break, if I choose to. 
Or if you’re not allowed to have a 
break, I prefer a stress ball, a stress 
ball is very useful. I have lots of 
stress balls. 
Um, I just take a deep breath, or possibly go 
outside, or maybe, or maybe, um, if that 
doesn’t, does not actually, if that doesn’t 
actually work, I prefer a stress ball. Stress balls 
are very effective, they are very effective to use 
especially if you are in a stressful time. 
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 
My goal is to get a job that is filled 
with um, encouraging thing, you 
know, it’s encouraging, you’re not 
going to like get, you’re going to 
accept feedback there, you’re 
gonna have less reminders that is 
the job that I want. And plus 
getting on time lots of times, more 
than being late, cause, if you’re late 
so many times, they’re going to cut 
you loose, they’are going to cut 
you loose, which is not a job that I 
want, and I’ll be very surprised if 
they cut me loose. I’m not gonna be 
cut loose. I want encouragement 
and less stress as much as possible.  
Um, I just, um, I just want to get a job and stay 
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Tell me about your strengths, what 
things do you do best? 
So, um, I do drawing, so first I 
write, and second I draw and I 
color and I do like, anything, I need 
to do, like for my own things. I do 
probably like, draw people, or do 
puzzles, or anything.  
I like to be an office, what’s it called, an 
office… (assistant?) Yeah! And um, I like to do 
take phone calls and messages, and what the 
other, ant like meetings, and all that.  
Tell me about the things you like to 
do. 
I like to hang out with my friend 
(****), cause she’s the best friend I 
ever had.  
Writing, uh, writing stories, um, can’t remember 
what else. Poems and make sure all that my 
sisters likes Cinderella so I draw a picture of 
Cinderella 
Tell me about things that you don’t 
like to do.  
Tease, bad language, um, and, 
mmm, I think that’s it I can think 
of.  
Honestly I do not like people calling me the F 
bombs, the A word, the B word, and, what else. 
And not like the, um, what was it called, like, 
you’re not you don’t wear your favorite clothes 
you don’t wear high heel shoes or anything like 
that.  
Tell me about your goals for when 
you graduate and leave school? 
Mmmm, I can do, like for when I 
leave high school, I’m going to do 
(?) activities, probably, uh play 
with , like, my friends, and have a 
sleepover and probably like, go 
somewhere with my friends.  
Um, First I um, my goal is to pass all of my 
goals before I leave, and I just like to, um, be 
like, like not, how do I say this. Crap, I can’t 
remember how to say it. Honestly I don’t want 
to leave school cause its remind me of people 
that are friends to me, but if I need to leave 
school, to go to like the office, or go to that’s a 
hard one, how to say it, like somewhere that it 
will be around here and this is like a good thing, 
cause me and (***) know each other from a 
long long time ago.  
What kind of job do you want to get? Probably like a, like a, a like a 
school career, like you can go 
somewhere with your little kids.  
Honestly, I really want to do like an office 
assistant, or like a food person, or food helper, I 
just want, I like those cause it’s like I can give 
people what they want. And I really want to be 
an office assistant to help the office people to 
make sure they did their messages, leave 
messages or they can give me a message for 
them so they can do it, and I really like it cause 
you can like go to meetings, take phone calls, 
messages, anything like that so you can make 
sure you tell another person you can call this 
person back so if they’re not in they can, they 
can say is so and so in so I can talk to her. 
What will you need to do to get that 
job? 
Probably like, like do I need to 
make sure I have the right things 
for the job. 
To make sure I pass all of the stuff, like leave 
school and get to the office or food.  
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
Um, I, so as far as I graduated from 
Green canyon, for like a long long 
time, and then after that, I came 
here, to see, like what else I like to 
hear, um. That we graduated from 
our old school to this school, and I 
really like it.  
I think I like it cause it’s like, it’s not like hard 
or anything, but it’s like easy so I can like do 
the office, foods, or write stories, authors or 
anything like that, so I can do.  
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
Mmm, I’m thinking that I can do 
like an art, I can’t remember the 
name of it, (?) can’t think what you 
call it, and then I think I’m gonna 
probably do some like an author, 
like when you do an author book 
you can tell who its buy, and that 
and um, that’s really a good thing 
to do when you’re doing, um, 
getting more things.  
Probably art or office or the lunchroom. 
What will you need to do to get into 
college, or another program to access 
those types of classes? 
To, thinking like be a good student. So we can like, I can like make sure it’s, that I 
can like make sure they’re all done before I go 




Pre Question- Interviewer  Pre Response- Student Post Response- Student 
Tell me about your goals for where 
you want to live.  
(should we go to the next one), 
yeah, cause I think if I really 
answer that, my sister will be sad, 
cause I have a little sister who 
loves being with me, so I just don’t 
know. 
I really want to be in an apartment with friends, 
or out care.  
What will you need to do in order to 
reach those goals?  
To keep, to keep em like where I 
need to keep em. 
To make sure it’s, uh, a good thing before you, 
uh, not it’s like you do good things, but 
sometimes you don’t do good things.  
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
Like really, really good. And I like 
when I do good things, like being 
good and not like doing bad things.  
So I can like be… mmm.. so it’s like when I, 
let’s see. Because of, if I do good, like, do an 
office assistant or a food, and I think those were 
the two I said, it’s like if I want to do kitchen, a 
food permit or a office assistant, it would be 
help them do something if they’re not it.  
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
Then I would just go to, like, stay 
home and help my mom.  
Then, then I tell that I was sad, and not like be 
excited 
What are some things you might 
consider weaknesses? 
To, um, like, not, like draw bad 
things.  
I’m not good at art, but I’m trying so hard not 
mess up. Um, writing bad, and um, I’m good at 
not good at um, like doing puzzles,  
What can you do to overcome those 
weaknesses?  
Hmmm, to calm. To learn something that I can do it 
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 
 Ummm, I already said an office assistant, food, 
art, and drawing. That’s what I can think of.  
 
T5S4 
Pre Question- Interviewer  Pre Response- Student Post Response- Student 
Tell me about your strengths, what 
things do you do best? 
Mmm, like cooking things Mmm, organize. Organize, hard worker, patient,  
Tell me about the things you like to 
do. 
Um, I like doing cook, read, 
swimming,  
Cooking 
Tell me about things that you don’t 
like to do.  
Chores I don’t know. (Is there anything that’s you’re 
least favorite thing to do?) N/R 
Tell me about your goals for when 
you graduate and leave school? 
Um, I’m trying to get a job like at a 
bakery place. 
Umm looking for a job at a bakery 
What kind of job do you want to get? (That kindof already answers this 
question, but anything else you 
want to add to that?) No 
Mmmm, bakery. 
What will you need to do to get that 
job? 
Hmm, (don’t know? You’re good, 
should we go to the next one?) 
Yeah.  
N/R 
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
I don’t know.  (is that something you want to do?) Nope 
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
Hmm, I don’t know. N/R 
What will you need to do to get into 
college, or another program to access 
those types of classes? 
Hmm, maybe sign up for them.  Nope 
Tell me about your goals for where 
you want to live.  
Uh, with my parents Um, on my own.  
What will you need to do in order to 
reach those goals?  
Umm, work on them.  N/R 
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
N/R N/R 
What do you do when something 
doesn’t work out, such as not getting a 
Um, maybe just look for a different 
one. 




Pre Question- Interviewer  Pre Response- Student Post Response- Student 
job you applied for? 
What are some things you might 
consider weaknesses? 
Um, doing um, like finding things 
on my own, 
Hmmm, I don’t know.  
What can you do to overcome those 
weaknesses?  
Learn, I don’t know. By working on it. 
Is there anything else you’d like to tell 
me about your goals for when you 




Pre Question- Interviewer  Pre Response- Student Post Response- Student 
Tell me about your strengths, what 
things do you do best? 
I’m good at playing Legos, I’m 
good at building them and I’m 
good at cleaning and organizing 
and I’m good at being a TA for 
kids that don’t speak.  
I’m good at helping people, teaching people. I’m 
good at getting my work done. When I miss a 
school day, I get it done.  
Tell me about the things you like to 
do. 
I like to go geo caching, I like to go 
visit my grandma and grandpa, my 
aunt, um Legos and organize. 
Kind of the same things I told you, help people 
out, help the kids out, um, teach em, um play 
with Legos 
Tell me about things that you don’t 
like to do.  
Um sometimes I don’t’ like to do 
math, sometimes I do. When my 
mom tells me to go to bed, I don’t’ 
want to go to bed but I have to, 
stuff like that.  
Sometimes I don’t like to do math, but just 
depends on the day. Sometimes I don’t want to 
go to school, but sometimes it depends on the day 
Tell me about your goals for when 
you graduate and leave school? 
Go to college, get a job, get my 
own place.  
Hmm, get a job, or something, and yeah, get a job 
What kind of job do you want to get? Um maybe something to help 
people out, or something to 
demolition something 
Um, demolition or something that breaks stuff or 
something that helps someone out 
What will you need to do to get that 
job? 
I need to take different classes, 
career classes how to do that stuff 
Need to go to college, get your degree and stuff 
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
It might be fun, but it might not be 
fun, it might be hard, you have to 
work really hard 
It could be hard for me 
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
Um, I don’t know Stuff that I need to learn, need to learn for my 
job.  
What will you need to do to get into 
college, or another program to access 
those types of classes? 
If I don’t, if I take the class, but I 
need to take it again, I’ll take it 
again. 
You need to get your grades up, get good grades, 
and stuff. 
Tell me about your goals for where 
you want to live.  
Um I don’t know if I’m going to 
live by myself, I don’t know where 
I would live, wherever the college 
is closest. 
I don’t know yet 
What will you need to do in order to 
reach those goals?  
By like getting all my work done, 
passing my grades 
Keep trying, keep trying 
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
Well I’m good at building, um so, 
you have to learn math sometimes, 
stuff that I do, you have to think 
where should this go, you have to 
think and stuff 
Cause we learn stuff at school at stuff 
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
Accidentally skipped Can pick a different job 
What are some things you might 
consider weaknesses? 
I don’t know Um when I get bad grades 
What can you do to overcome those 
weaknesses?  
Um, just keep trying, trying, but if 
you can’t just don’t do it, but go 
back over in like a month do it 
again, practice again. 
Get my grades up 




Pre Question- Interviewer  Pre Response- Student Post Response- Student 
me about your goals for when you 
graduate and leave school? 
 
T6S2 
Pre Question- Interviewer  Pre Response- Student Post Response- Student 
Tell me about your strengths, what 
things do you do best? 
I like eating food, um, I like 
playing video games and 
sometimes swim in a pool 
Like abilities? Breathing to calm down, like 
coping strategies, breathing. 
Tell me about the things you like to 
do. 
I like to, like from a job? (just 
anything) well in the future I 
wanted to be a farmer in my dad’s 
family 
I like video games, I like spending time with my 
family, and I like spending time with my friends 
at school 
Tell me about things that you don’t 
like to do.  
Broccoli, I hate eating broccoli and 
all the vegetables except for corn. 
Swim without a life jacket 
Tell me about your goals for when 
you graduate and leave school? 
Mmmm, when I graduate? Just to 
be best kid I am, my mom always 
want that. 
Um, I don’t know 
What kind of job do you want to get? Well first I need a bachelor’s 
degree and a high school diploma. 
And when I get enough money for 
a job like baking at (?) I will use 
that money to live with my 
grandma.  
A baker job, like that’s baker 
What will you need to do to get that 
job? 
Learn some skills I like some looking at some books and read how 
to cook 
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
Mm, I like, say that again. (So tell 
me what you think about going to 
college) Nervous, I don’t think I 
want to go, just, yeah. 
I actually don’t think I’m going to do that 
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
Art, not life history. Um, more like 
art science, and that’s it. Some 
sports also 
Uh, if I did do college, I would do Doctor 
learning 
What will you need to do to get into 
college, or another program to access 
those types of classes? 
I’m gonna have to be good. I’m 
gonna have to have good, good, 
good participation when focusing 
Learn smart, behave well 
Tell me about your goals for where 
you want to live.  
Like I said I wanted to live near my 
dad’s family because they’re, I just 
like farms and they’re on the farm, 
most of my dad’s family is anyway. 
With my mom 
What will you need to do in order to 
reach those goals?  
I would need to earn enough money 
to do it 
Calm down, practice on my anger issues, and 
other stuff, can’t remember what it was 
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
Skipped (accidental) By making me be smart and helpful 
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
I would get upset, but not that 
much, just like, darn.  
Oh well, that’s all right 
What are some things you might 
consider weaknesses? 
(I had to explain this a bit) Uhh, 
I’m not good at eating vegetables, I 
think of driving a car because of 
how mental I am I think I might 
accidentally crash 
Like something that makes me sad? (it could 
make you sad or something that maybe you’re 
just not as good at…) Swimming without a life 
jacket cause I don’t how to swim yet. And I’m 
not good at aiming a gun accurately when I’m at 
scouts 
What can you do to overcome those 
weaknesses?  
I don’t know Improve 
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 







Pre Question- Interviewer  Pre Response- Student Post Response- Student 
Tell me about your strengths, what 
things do you do best? 
Drawing, I am an artist in training, 
I want to be an animator 
I’m really good at drawing, I’m a very good 
listener and I’m very good at helping people 
when they’re down 
Tell me about the things you like to 
do. 
I like to draw and I love to do my 
school work and I love to help 
others 
I like to draw, I like to goof around with my 
sisters and my brothers, I like to go to my dad’s, 
and I like to help with my friends and their pets 
Tell me about things that you don’t 
like to do.  
I don’t like getting mad at people, 
it’s not my favorite thing and it 
makes me upset when I get mad at 
them cause then I feel bad 
Umm, I don’t like being around small places, or a 
big crowd of people, I don’t like loud noises, I 
am not so big fan of bright lights or stuff like that 
cause I’m really sensitive ot it 
Tell me about your goals for when 
you graduate and leave school? 
To help support my mom Umm, my goals are to go into an art college and 
help support my mom and possibly sell my art. 
My other goal is to help my siblings and 
somehow help me get braces and help other kids 
that have a disability and have a hard time 
functioning and stuff 
What kind of job do you want to get? Um, something in the art area Something with art 
What will you need to do to get that 
job? 
School, college, and hard work Umm, well, you know pretty much, just getting a 
job for like art or anything, you still have to learn 
the basics like reading and writing, um like math 
and all that cause all the basic things that you’re 
learning in school can really do help you of what 
you’re wanting to be when you get older. And 
I’ve always wanted to be like a professional artist 
when I got older like Bob Ross 
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
Um, I think it’s exciting and kind 
of nerve racking, of course, but 
yeah 
Um, I’m nervous, like, all my siblings are going 
to college right now and my other three siblings 
just barely got done, so knowing that I’m going 
to be a college student is kind of scary but 
exciting at the same time.  
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
Um, obviously art cause my parents 
both do art, so I just really like it 
and um, if I had to pick one besides 
art I think a veterinarian 
Umm, fine art, pretty much mostly just art 
because I want to be in a art college or art school 
like so bad 
What will you need to do to get into 
college, or another program to access 
those types of classes? 
Um, I would need to um, be very 
good in school, and have a good 
um, forgot the name of it, have a 
good thing to help you get into 
college and get a job and all that, so 
that would be helpful 
Well first you have to get your degree, and I 
forgot what it’s called, but your really do need it 
to get jobs and all that, it’s really important. 
Tell me about your goals for where 
you want to live.  
If I had to live alone, I’d probably 
live in my area so I’m not that far 
away from my family because I 
still love my family and it would be 
nice to not live as far 
I might be able, I’m not really sure because my 
mom, I did promise her that I was going to stay 
and support her, I might move out at the age of 
23 
What will you need to do in order to 
reach those goals?  
To live in the area? (Yeah, to either 
live on your own or go to college). 
Um, obviously I kinda need a job to 
raise money and so I can support 
myself on my own so I don’t have 
to rely on my parents, or my 
grandparents or my siblings. So I 
think that would be good 
Um I have to be responsible and accountable for 
my own safety and what I do, I have to be open 
minded and get out of my comfort square and 
anything like that, so I can be prepared for the 
real world 
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
I think they’ll help me a lot because 
helping others will also help you 
succeed more cause helping others 
in need is just a really good thing to 
do, but I feel like that it will also be 
um, pretty much, helpful for that 
type 
With drawing, it helps me calm down for my 
anxiety and depression and all that so I think it 
will really help me out cause I like it and other 
people like it and I think it would just make the 
world a little more sweeter 
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
Um, I would be a little bit upset, 
but I wouldn’t let that put me 
down, I will try my best to do my 
best, to try, try and try again, to 
I wouldn’t just sit there and like throw a fit, I 
would just um, I would try to figure out the 
problem or how to fix it cause I’m not that typical 




Pre Question- Interviewer  Pre Response- Student Post Response- Student 
never give up on anything pretty 
much, what my told me is if you 
fail at one thing, try again and you 
might succeed 
What are some things you might 
consider weaknesses? 
Um, determination, like um, 
temptation, like the internet can be 
very tempting to like, since here we 
do most of our school on computers 
it is very tempting to get off task 
and to me that has happened to me 
quite often but I know better and 
am able to stay on task and like the 
only thing you should really be on 
is your work and your notes 
My weaknesses is seeing other people sad, makes 
me really sad and I just get bummed out when I 
see other people sad because it just affects me 
What can you do to overcome those 
weaknesses?  
Try to overcome them like I’m 
trying to control my anger so I 
don’t get mad at people because I 
hate getting mad at people, it’s not 
me, so 
Um, I don’t let it push me down, I keep my chin 
up, and I always thing positive, even though I get 
really down most of the time, I don’t let it stop 
me.  
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 
Umm, try to help myself with my 
medical problems, because I have 
too much medical problems.  
It’s mostly just about art, most of the time.  
 
T6S5 
Pre Question- Interviewer  Pre Response- Student Post Response- Student 
Tell me about your strengths, what 
things do you do best? 
Uh one of my strengths is 
computers, I do really good at 
computers 
Like computers, video games, soccer 
Tell me about the things you like to 
do. 
Video games, I really love video 
games, and soccer, I do soccer a lot 
I like Playing soccer, I like playing video games 
and computers and doing anything comic-based 
Tell me about things that you don’t 
like to do.  
I don’t like to do math Math 
Tell me about your goals for when 
you graduate and leave school? 
Um, I want to become a video 
game designer as a job so I can 
make video games and make a lot 
of money off that 
Um, I want to become a video game designer or a 
video game artist 
What kind of job do you want to get? Just something with computers or 
possibly a soccer player 
Um just VMR or video game designer or 
something along the lines of that 
What will you need to do to get that 
job? 
Do college and work on computers 
a lot more 
Go to college or go to work 
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
I was planning on doing it cause 
that’s probably going to get me into 
the computer thing, doing computer 
jobs, so. 
Um it’s kind of scary but I’ll go for it 
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
Uh just computer classes and how 
to code and stuff 
Art and computer stuff 
What will you need to do to get into 
college, or another program to access 
those types of classes? 
 Just high school stuff, get good grades 
Tell me about your goals for where 
you want to live.  
Um just planning on living with 
friends, don’t really know where 
yet 
Um, I want to live in Santa Monica but I don’t 
think it’s going to happen 
What will you need to do in order to 
reach those goals?  
I’m going to have to work on 
schooling prepare for what’s out 
there 
I would need to like, go to college and do my job 
and do everything I can 
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
Um, most of what I do for my goals 
so 
They’re what help me get there 
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
Um just keep working on it, try to 
find another one 




Pre Question- Interviewer  Pre Response- Student Post Response- Student 
What are some things you might 
consider weaknesses? 
I really am into friends and stuff, 
but if one of them goes away or 
something, I get really upset, I tend 
to hold onto relationships tight 
I uh, attachability to things 
What can you do to overcome those 
weaknesses?  
Um, just not let it get to me as 
much 
Um, I really don’t know that. 
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 
Um, all I can tell is play soccer Um, no.  
 
T6S6 
Pre Question- Interviewer  Pre Response- Student Post Response- Student 
Tell me about your strengths, what 
things do you do best? 
Um, I do like, uh, so strengths I do, 
I go and I run on treadmills and I 
lift weights to get my arms strong 
and I run a lot too. 
Um, uh, exercising. 
Tell me about the things you like to 
do. 
Things I like to do, I like to play 
drums, be a singer, sing songs, and 
I like to ride my bike in the spring 
and I like to go to a swamp and see 
frogs 
Oh like, I like to play sports like basketball or 
maybe dodgeball too.  
Tell me about things that you don’t 
like to do.  
Things I don’t like to do, I don’t 
like to do “Alex” website, that’s a 
math website, and I do not like 
waking up early to go to school 
I don’t like soccer or karate or boxing or anything 
like that.  
Tell me about your goals for when 
you graduate and leave school? 
Uh the things I’ve learned is like 
English and math and science too 
and history. 
Umm, my goals is getting a better grade so I can 
pass all my classes and graduate. 
What kind of job do you want to get? I was thinking about, I would be a 
chef and work at like a Texas 
Roadhouse 
Well when I grow up I was thinking about being 
a chef 
What will you need to do to get that 
job? 
How do I get that job? Get trained, 
and like I have to have a trainer so 
they can help me out cause I don’t 
know how to be a chef I don’t 
know how yet, they need to train 
me 
In order to get that job? I think you want to get 
past school first, like growing up, like turning an 
adult ages, cause you have to grow up to be a 
chef 
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
Probably like, uh, community 
classes? (So what do you think 
about going to college) Uh I’m not 
going to college 
Oh I probably won’t be going to college cause I 
might be going to like a training school 
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
What classes? I might have to take 
like computer class, I might have to 
take computer class, and I might 
have to know how to speak on the 
computers like talk through the 
microphone while I’m making a 
story 
Like what class? I can take like learning how to 
cook food, and give people drinks. 
What will you need to do to get into 
college, or another program to access 
those types of classes? 
Learn a lot Hmm, let’s see, I’d get in, hmm, see, maybe go 
try to find one 
Tell me about your goals for where 
you want to live.  
Where do I want to live, I’ll live 
here in (****), that’s where I live 
right now. (And do you want to live 
on your own?) Live on my own, 
like all by myself? Naaw, I’m good 
I’ll probably live in (****), I’ll still live here.  
What will you need to do in order to 
reach those goals?  
Reach those goals, like you have to 
be smart about subjects, and when I 
was in 9th grade I learned about 
child development, but I do not like 
child development, I hate that 
subject so much. 
Hmm, to reach the goals, uh.. (like your goals) 
well I have to work really hard at earning money, 
and, so I have to, so I can pay, so I can pay for 
like, so I can pay for food at restaurants like it 
can be chick fil a or Texas roadhouse. 
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told me about earlier will help you as 
you work toward your goals? 
Jr varsity basketball game, I’m in 
that game. (Ok, so how will that 
help you reach your goals) How 
will it help? Get better 
better at baseball or like basketball, then I might 
score a point. 
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
Uh, I might need to maybe find on 
or I don’t know, but someone 
might give me a job or something 
like that.  
If I don’t, like if I don’t go do a job? (like if 
something doesn’t work out the way you wanted 
it to, like if you applied to a job and you didn’t’ 
get it what would you do) go find a different job 
What are some things you might 
consider weaknesses? 
Weaknesses? (yeah, what are some 
weaknesses?) Let’s see 
weaknesses, I don’t know 
Let’s see, well, I’m not very good, I don’t know 
for sure. 
What can you do to overcome those 
weaknesses?  
How do I overcome? I’m not sure.  Overcome… maybe like, let’s see, I don’t know 
that either.  
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 
After I leave school? What I want 
do after I graduate? I want to be a 
returning senior. 
Hmm, let’s see, like I have to work on “Alex” 
website to get a goal? (um, no just is there 
anything else about what you want to do when 
you leave school, what you want to do that you 
haven’t already told me about in these questions I 
just asked you.) Well probably graduate high 
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Tell me about your strengths, what 
things do you do best? 
Uh, the thing I mainly do best is uh, 
drawing, I’m still practicing on my 
art stuff, you know, and the second 
best thing I like to do is do video 
games, and that’s it. 
Well I am, I have yet to do a gaming video for 
my YouTube channel, but I’ve been playing 
games a lot, been drawing, been helping my mom 
and my stepdad a lot with stuff they can’t do, so 
I’ve been helping them out a lot 
Tell me about the things you like to 
do. 
I like to, I know this might sound 
childish and all but I like to build 
out of legos, and I collect a lot of 
Legos. I’ve got about almost 40 
lego mini figures, and I like to just 
do anything that will keep me 
entertained. 
Well, there is uh there’s this like movie series I 
like to watch on my phone, it’s called a 
nightmare on elm street, I love to watch those, 
and I’ve got a little glove of Freddie Kruger’s 
claws. So I put that on and I do every single 
move that Freddie does 
Tell me about things that you don’t 
like to do.  
I, this might sound silly, I don’t 
like cleaning my room. Main thing, 
I don’t like doing the dishes. Two 
main reasons, I never know if I 
might cut myself with a sharp knife 
and the water’s just way too hot.  
Uh, well, I don’t like to do dishes, and I hardly 
like to clean and that’ s going to be a problem 
cause if we live in an apartment I gotta clean my 
room otherwise we are (he then made a gesture, 
the “outta there” kind of a gesture).  
Tell me about your goals for when 
you graduate and leave school? 
Uh my goal is to get a really good 
job, get some good money so I can 
be able to buy a house, get some 
furniture, all of this and possibly 
get some collectibles.  
I have applied for a job that I’m going to find out 
on June 25 to see if I got the job or not, it’s a 
summer job, I applied over at game stop at the 
(***) mall. And I’m just going to possibly live 
with my parents to help them out with stuff that 
they need help with. 
What kind of job do you want to get? Well there are so many jobs out 
here I am still trying to figure out. 
When I was back in elementary 
school I used to want to work over 
at Walmart cause in one of my little 
journal things that was in 
elementary I said I was going to 
work in Walmart so I could get 
Spiderman Web of Shadows for the 
Xbox 360 
Um I’m gonna go get a job for Game Stop 
What will you need to do to get that 
job? 
I am going to need my high school 
degree, I’m going to need to, 
according to my mom before I 
actually do get a job I need to get 
my grades up cause I am actually 
able to work over at a fast food 
I’m going to need to get a diploma, write an 
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restaurant 
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
Hmm, not quite sure of what to say 
about that 
Well I haven’t been thinking much about it so, 
cause, people are still giving me some options for 
college for later on.  
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
Well if they do have the type of 
education that I really want, it’s do 
smithing or welding or whatever 
that’s what I’d really like to do 
I would like to take technology, I would like to 
do welding, and just anything that will be easy 
for me.  
What will you need to do to get into 
college, or another program to access 
those types of classes? 
Well of course I’m going to need to 
graduate and all that, and possibly 
just get some really good grades 
Um I’m gonna need to get my grades up and do 
really hard in school.  
Tell me about your goals for where 
you want to live.  
Um I want to get a roommate but 
I’m not really quite sure of where 
to live, possibly New Zealand 
cause they’ve got the shire from the 
Hobbit and all that 
(you kind of already said you want to live with 
your parents but when you…) just until I can help 
them out just until I can get married or something 
like that (so when you leave school and your old 
enough and your 18, do you want to live on your 
own then) Not really. 
What will you need to do in order to 
reach those goals?  
Not quite sure, I’m going to need to 
talk to my mom about that 
Uh just do a lot of work for it. 
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
Um, not quite sure with the gaming 
but possibly it would give me ideas 
for game development or whatever, 
yeah 
Uh well I know that video games and all of the 
rest of those stuff hardly will help me with my 
goals, but what I really need is my sleep, I can 
hardly get enough sleep. 
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
Uh, if that does not work out, I can 
just always try and find another 
job, try applying for other jobs 
Then I’m just going to keep on trying to see what 
kind of job I can get 
What are some things you might 
consider weaknesses? 
Um, well the main weakness that 
really affects me is losing family 
members, I’ve already lost 20. 
Losing loved ones. 
What can you do to overcome those 
weaknesses?  
(Skipped, intentionally) (Skipped, intentionally) 
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 
Mmm, not off the top of my head, 
no.  
Nothing I can think of.  
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Tell me about your strengths, what 
things do you do best? 
Um for my strengths I like to do 
some exercise to keep my physical 
body 
Um, for my strengths, I actually love doing like 
classes with my peer tutors, like they always like, 
take you to class or just stay in Ms.  
Tell me about the things you like to 
do. 
Um I like to read some books and 
watch movies and play video 
games 
Um I like to read books play board games and 
also play video games 
Tell me about things that you don’t 
like to do.  
Mmm I don’t like to shovel snow Um I do not like shoveling the snow 
Tell me about your goals for when 
you graduate and leave school? 
Um I want to be a teacher in special 
ed so I can learn the kids about it 
Um so for my goals I actually want to be a 
teacher so I can like go to college and university 
and graduate until I’m a teacher 
What kind of job do you want to get? Um I want to get a bank teller 
cause I want to go work at a bank 
Uhh, the job that I want to get is like a shopping 
cart shop, like help people get groceries into the 
bags and push carts into the stores 
What will you need to do to get that 
job? 
Um I have to earn a lot of money to 
save my job 
I have to get a good degree for college and 
university 
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
Mmm, no… (do you want to go to 
college) Yes 
Um there’s several I actually go to college or 
university 
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
Um I want to take theater class and 
language arts 
Um I want to take ASL and French class 
What will you need to do to get into 
college, or another program to access 
Um I have to go to classes then be 
which one I want to be 
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those types of classes? 
Tell me about your goals for where 
you want to live.  
Um yes, and I want to live in an 
apartment with a roommate 
Um no, I will be living with my friends 
What will you need to do in order to 
reach those goals?  
Um I need to, um, I need to, um, 
practice the test and then ace the 
test 
Mmm, that I have to get all A’s for my grades 
and attend my classes 
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
Um , for that one I want to be, stay 
on focused for my strengths (so 
how will your strengths help you) 
by accomplish them 
Mmm, I have to be good like on tests and quizzes 
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
The I can get it next time Then I can get a new job 
What are some things you might 
consider weaknesses? 
Um, like falling behind and not 
keeping up 
Mmm, I don’t know 
What can you do to overcome those 
weaknesses?  
Um I have to stay focused and 
write on paper when the teacher is 
talking to all of us 
Um, N/R 
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 
Mmmm, no.  Um, No. 
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Tell me about your strengths, what 
things do you do best? 
Play video games Um play video games and that’s it. 
Tell me about the things you like to 
do. 
I got, um, my favorite thing to do is 
play video games 
Um, like, play, play video games 
Tell me about things that you don’t 
like to do.  
Um, I don’t like um animals and 
insects 
Um, I don’t like doing like chores. 
Tell me about your goals for when 
you graduate and leave school? 
Um, I don’t know Um, my goals um, I, um, I get, um I don’t know 
What kind of job do you want to get? Game Stop Game Stop 
What will you need to do to get that 
job? 
Um, know about the game, and um, 
help other people 
Um, like, learn about like, I think just, I think just 
learn about games I think. 
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
Um, I (want me to rephrase it a 
little) yeah, (do you think you want 
to go to college) No 
Uhh, (want me to repeat that) I think I don’t want 
to go to college 
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
(are there classes you’d want to 
take?) no 
Um, I think, um, I think like games. 
What will you need to do to get into 
college, or another program to access 
those types of classes? 
(if you decided to go, do you know 
what you’d need to do) no 
Um, no 
Tell me about your goals for where 
you want to live.  
Yes I want to live by my own and 
um, I wanna live, um, I wanna live 
in, I wanna live with my friends 
Um I think I, I don’t know where I want to live 
What will you need to do in order to 
reach those goals?  
Um, I, I, yeah, I don’t know Um practice 
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
Um, those can help me be like, 
that’ll help me if someone 
challenges me to a video game, like 
super smash brothers, like I’ll beat 
them on it 
Um, like they might help me get a job. 
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
Mmm, I would find another one 
which is kind of like that one 
Find another job 
What are some things you might 
consider weaknesses? 
Um, um, being tired Umm, I don’t know 
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weaknesses?  
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 
Um, nope that’s it.  No.  
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Tell me about your strengths, what 
things do you do best? 
Uh I help out with carrying a heavy 
Christmas tree in my church. I also 
help carry heavy stuff, other stuff.  
I’m my strengths, I’m pretty strong. Uh, the most 
things I do best is when someone needs help 
lifting a heavy thing, my grandma can’t lift that 
much, uh, I go and lift a lot things. I had 
mechanics before I got out of it, now mostly I’m 
starting to get a lot of muscle 
Tell me about the things you like to 
do. 
I like to draw, I like to color, I like 
to learn about mechanics, I’m 
hoping of being a mechanic. 
U the most things I like to do is play basketball, I 
play baseball, I also like to play, I can’t play 
football because of my leg, but I can play soccer. 
I don’t run a lot, but I do like to run in my free 
time.  
Tell me about things that you don’t 
like to do.  
Uh, I don’t like to do, uh, get in 
trouble. 
Honestly I don’t like to have someone bully my 
friends. There’s a big bully at (***) he’s gone a 
long time,  
Tell me about your goals for when 
you graduate and leave school? 
Mm, my goals are to work in a 
Auto Zone and transfer from there 
to a mechanic, hmmm, get a big 
huge mansion, try to get the most 
popular cars. 
Uh I’m planning on working at Auto Zone until I 
can get a GED for a mechanics, uh, probably 
gonna have to pay a lot because I might have to 
pay a lot for fixing cars, my other goal is to try 
out for the basketball team at (***) High school, 
and I’m probably going to out both basketball 
and baseball. 
What kind of job do you want to get? I’d like to get a job at a mechanic 
shop 
I it’s a mechanic, and I want to be a mechanic on 
Ferrari’s 
What will you need to do to get that 
job? 
I need to have a GED cause I if 
don’t have a GED I can’t be a 
mechanic 
I would need to go to Auto Zone and work and 
then when I get a GED I can go and work Ferrari 
mechanic 
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
I want to go to college because I 
can learn how to drive, I can learn 
how to fix oil and change tires and 
a lot more stuff like that 
Um, college would probably help me out by 
helping me, what is it, helping me with how to 
take off a tire and how to put on a tire, and how 
to take of a tire from the rim, there’s a lot of 
things I’m supposed to be doing 
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
Uhh, I’d like to take the classes, I’d 
like to take art class, auto class, 
biology class, and some other 
classes.  
Um, mechanics, another one’s basketball, another 
one’s baseball 
What will you need to do to get into 
college, or another program to access 
those types of classes? 
I have to have a college degree or 
some, I forget mostly what I would 
need 
Get a, graduate from high school and try to get a 
high school degree 
Tell me about your goals for where 
you want to live.  
I plan on living on my own. I plan 
on living in Denver 
I hope I live on my own, and want to live in 
Colorado or Denver 
What will you need to do in order to 
reach those goals?  
Pass through high school and 
graduate from college 
I need to work a lot harder and I need to get more 
strong because if I don’t have enough strength 
I’m not going to be able to do so much. 
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
 Uh they would help me cause I have to try to take 
a tire and put it on with my feet and all that 
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
I’ll just keep on looking for a job I would just have to keep on trying to get a job 
they would hire me for 
What are some things you might 
consider weaknesses? 
Uh, I don’t think I have that much 
weaknesses, but I’ve had so many 
surgeries on my legs, on my back, 
on my nose, those are mostly my 
weaknesses. 
My weaknesses is lazy, not eating too much, 
being, or not wanting to do stuff that the teacher 
says, or playing video games is also weak. 
What can you do to overcome those Still if the surgeries, get off the cast 
you have on, it doesn’t seem to be 
Uh stop being lazy, stop playing video games, 
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weaknesses?  that bad of a thing, a weakness is 
never something to be scared of 
going into a room full of doctors 
your muscles.  
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 
Uhh, I plan on getting a wife and 
all that.  
Ummm, not really.  
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Tell me about your strengths, what 
things do you do best? 
Um, art uh, just a way of music, 
math, running numbers, and that’s 
all I could do. 
Um drawing, uh, running 
Tell me about the things you like to 
do. 
Umm, watching videos on 
YouTube and Netflix 
Umm, watching videos 
Tell me about things that you don’t 
like to do.  
Uh, well, uh, don’t know, um, well, 
don’t I don’t like going out much 
into the wild, which, but sometimes 
I like to run around. 
Ummm, camping 
Tell me about your goals for when 
you graduate and leave school? 
Umm, like, my goal is to try to 
learn what, try to want to build 
things, kind of like robots, to kind 
of help people do, be better, to help 
people that can’t help themselves 
Um, try to get a try to get, um, don’t know, try to 
get a house of my own with somebody to help me 
stay on focus and try to build some robots that 
could help people more 
What kind of job do you want to get? Uh, um a person that fix things, just 
a person that fix things, you know.  
Engineer, like robot maker, like science, like high 
tech stuff 
What will you need to do to get that 
job? 
Uh, how? (What will you need to 
do) probably try to learn how 
things work, like, inside and out, 
and make sure it won’t make any 
bugs, like accidents. 
Um, work on, work on building things that shape 
as that are robot things and know how to do it on 
a computer, 
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
Uh, I don’t, mmm, probably be all 
skilled, probably get all nervous at 
the first time, but if I keep on 
getting there might know to handle 
a few things though. 
Uh, I don’t know.  
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
Uh, umm, well probably like 
robotics and probably art crafts, 
like, lasers and um, and exercise to 
make sure your body is still keeps 
on going.  
Umm, probably ones to, probably some that 
could help with how little robots are made and 
big ones, 
What will you need to do to get into 
college, or another program to access 
those types of classes? 
Program? (So something like a 
college or jr college or tech school- 
do you know what you need to do 
to get into those programs) Don’t 
know, my parents might help me 
know how to get though. 
No, uh I don’t know. 
Tell me about your goals for where 
you want to live.  
Well, kind of want to have a helper 
help me to be on my own so uh, I 
don’t get off track of my health and 
working to make sure that I stay on 
task.  
Well, don’t know where I would go just 
somewhere close by where I might work in 
somewhere that seems ok and not like, like those 
fake hotels, you know when newspaper shows a 
fancy place but maybe its bad, hopefully I’ll find 
a place that actually means it, and have somebody 
to help me focus on my life and stay on focus 
What will you need to do in order to 
reach those goals?  
Uhhh, umm probably try to find a 
place to well, probably find a place 
to be ah, be ok with and probably 
make sure it be ok being there to 
make sure there’s not any other 
people trying take your stuff away 
or anything.  
Work, um, work very hard on to build things and 
to remember the things on computer of how they 
move on or where things go, connect 
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
 Um, drawing and running? Well, actually I’m 
also good at math as well. So that one might help 
as well, and uh, the drawing, might help me think 
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running, which exercise, which helps me crank 
and move around my job space.  
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
Well, if any of that doesn’t work, 
well if my job doesn’t work then I 
could like do art painting or, or, 
making little things of art, or things 
that kind of just help people have a 
smile. 
Well, well, if person if a guy of the place doesn’t 
want me there, then I would try another, in 
another. If that’s not helping then I might go to a 
drawing or something good that might fit me.  
What are some things you might 
consider weaknesses? 
Uh, um, I don’t, I don’t usually 
have team things, like I don’t have 
good team thing, don’t know what 
to do in teamwork that much 
Not good at teamwork thing 
What can you do to overcome those 
weaknesses?  
Try to call some people to help me  Try, try and call some people help me.  
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 
Um, hopefully some people will, 
hopefully the people that will from 
my school could help me at my 
work.  
Um, what I want to do before I graduate and do 
my goals? (Yeah is there anything else that you 
didn’t’ tell me that you want to tell me about your 
goals). Not really much, just normal things like, 
well, when I want to like, play the, these 
instruments (like a violin) the thing with the 
strings and the stick (like a violin or cello) either 
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Tell me about your strengths, what 
things do you do best? 
I don’t know I work best with little kids, and with animals 
Tell me about the things you like to 
do. 
I like to ride horses and like work 
with little kids 
Um, I like to horseback riding and dance and play 
with the little kids 
Tell me about things that you don’t 
like to do.  
Um, I don’t like to work with the 
teenagers 
Um, well, I hate babysitting my little brother, and 
yeah.  
Tell me about your goals for when 
you graduate and leave school? 
Um, live at home or with 
roommates 
Um, I want to try and get my bachelors and then 
like get into like child care to like work with little 
kids and like animals. 
What kind of job do you want to get? Um, I’ll become a teacher Um, I want to become a teacher or like any 
animal stuff 
What will you need to do to get that 
job? 
(skipped, accidentally) Uh, go to school and get the degree for them 
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
I think it would be a good 
experience, and I would want to 
live with roommates 
I think its scary to like think about it, when you 
are just like, oh ok, I’m going, then you will have 
to just face it for what you do 
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
Child care, that’s it Animal science and day care 
What will you need to do to get into 
college, or another program to access 
those types of classes? 
Work harder I don’t know 
Tell me about your goals for where 
you want to live.  
Yes, in the apartment Um, I would want to live at home or with 
roommates 
What will you need to do in order to 
reach those goals?  
Learn how to pay for stuff Um probably go to high school and get 
everything done that it needs to be 
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
Um, work harder and like get more 
power to do it 
Um, to know what kids need and in the different 
ways in which they show it 
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
Keep trying to get one Then you figure another job out 
What are some things you might 
consider weaknesses? 
Um working with the people you 
don’t get along with 
Um, doing homework 
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weaknesses?  
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 
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Tell me about your strengths, what 
things do you do best? 
Um, can we skip that one I’m really good at dancing 
Tell me about the things you like to 
do. 
I like to, um, hang out with my 
friends 
I like to learn how to sew and I like to um, do 
photography like do weddings 
Tell me about things that you don’t 
like to do.  
Um, n/r I don’t like, (shall we skip it and go to the next 
one?) Yeah 
Tell me about your goals for when 
you graduate and leave school? 
(do you know what you want to do, 
or do you have things that you’d 
like to do when you graduate and 
leave school?) I like to play, I like 
to um, play with my nephew. 
(what do you want to do after you graduate) Um, 
I want to do photo 
What kind of job do you want to get? I would like to work as a special ed 
teacher, like a teacher aide at 
(****) high school 
Um I would like to be a teacher aide for Ms. 
(***) 
What will you need to do to get that 
job? 
Work hard To work hard 
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
(do you think you want to go to 
college) Yeah, I do 
Like what classes I take? (Like do you want to go 
to college? What do you think?) I want to go to 
college 
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
I would like to take photography. I would like to take, probably, learning how to 
sew dresses, take pictures of someone’s wedding 
What will you need to do to get into 
college, or another program to access 
those types of classes? 
Um, work harder in school Um, you have to get all your grades up 
Tell me about your goals for where 
you want to live.  
Um, I would like to live with 
roommates 
I want to live with my family 
What will you need to do in order to 
reach those goals?  
Um, choose how to be independent What kind of goals? (well, so you want to live 
with your family or you want to go to college, 
what do you have to do to reach those goals- you 
already kind of told me what you have to do to go 
to college, so do you think you answered that one 
already?) Yeah (Shall we go to the next one?) 
yeah.  
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
Skipped (accidentally) To work hard maybe 
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
I would just say OK I’d just look for my dad 
What are some things you might 
consider weaknesses? 
Can we skip that one? Um, think positive 
What can you do to overcome those 
weaknesses?  
Skipped (intentionally) To work hard 
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 
no No.  
 
T7S8 
Pre Question- Interviewer  Pre Response- Student Post Response- Student 
Tell me about your strengths, what 
things do you do best? 
Um I guess, having responsibility, 
and right now I have my own job 
and I like doing it cause I have 





Pre Question- Interviewer  Pre Response- Student Post Response- Student 
more responsibility for myself 
Tell me about the things you like to 
do. 
I like working, playing my new 
spider man game I got for my PS4, 
and I like watching horror movies 
and playing grand theft auto 
Um playing video games, um working, and that’s 
about it 
Tell me about things that you don’t 
like to do.  
Uhh, that one’s pretty hard cause I 
really don’t know 
Not that much that I don’t like to do 
Tell me about your goals for when 
you graduate and leave school? 
Um, right after high school I’m 
planning on working full time at 
my job to help my mom pay off her 
debts 
Um, live on my own and like be able to afford 
my own apartment 
What kind of job do you want to get? I just want to stick with the job I 
have right now 
I really don’t care about the job, but as long as I 
could still live by myself, then I don’t really care 
about the job 
What will you need to do to get that 
job? 
(I rephrased this- so tell me what 
you had to do to get the job you 
have now)- so I had to first fill out 
a job application and they called 
me in to do a job interview and 
right after that they told me they 
would call me back and then after 
that I had to go in for orientation 
and then right after that I got the 
job. 
Uh, well right now I’m a cart pusher, and I say, 
jobs that make you $12 and hour these are pretty 
good jobs 
Tell me what you think about going to 
college, or attending another type of 
adult education program. 
Me, I personally don’t want to go 
to college 
I don’t want to go to college 
What kinds of classes do you want to 
take when you leave school, either in 
a college or community program? 
Um, no No 
What will you need to do to get into 
college, or another program to access 
those types of classes? 
Um, if I did want to go to college I 
wouldn’t know how to do it 
No, I don’t 
Tell me about your goals for where 
you want to live.  
Me I want to live in an apartment, 
and it would be nice to have, to live 
by yourself, that would be nice, you 
wouldn’t have to worry about 
anyone else, you could play video 
games as long as you want, that 
would be really nice 
Um so, somewhere close to my work, like I really 
don’t care where it is, but at least it’s close 
What will you need to do in order to 
reach those goals?  
I guess like, save up that way I can 
move out when I’m 18 
First graduate from high school and um, work full 
time, and right after I work full time see how 
much income I get and try and see if they have 
another apartment and I’ll just go to that 
apartment 
How do you think the strengths you 
told me about earlier will help you as 
you work toward your goals? 
Um, because I get paid from 
working and so if I save up I should 
be able to get a house when I turn 
18 
Well, like I’m a good, like there’s a lot fo 
different things that happen in life but you just 
have to know how to deal with it and deal with all 
the stress 
What do you do when something 
doesn’t work out, such as not getting a 
job you applied for? 
I’d just know that life moves on 
and go and apply for a different one 
until I actually get a job 
Then I’d just keep on trying to get a new one 
What are some things you might 
consider weaknesses? 
Um, me personally, I’ll do 
anything, so I don’t have any 
weaknesses that I know of 
Um, I don’t know my weaknesses that much 
What can you do to overcome those 
weaknesses?  
Um, you could like try to strive and 
do better.  
Um, I don’t know. 
Is there anything else you’d like to tell 
me about your goals for when you 
graduate and leave school? 










Summary of Statistical Results 
SDI score category ANOVA Variable SDI:PTR SDI:SR 
Overall Score Within Subjects Time F(1,26) = 41.65, p < .001, ηp2 = .62 F(1,25) = 0.77, p = .39 , ηp2 = .03  
Time*group F(1, 26) = 11.21 , p = .002, ηp2 = .30  F(1, 25) = 0.27, p = .61 , ηp2 = .01  
Between Subjects Group  F(1, 26) = 0.58 p = .453, ηp2 = .02  F(1, 25) = 0.01 p = .92, ηp2 = .00 
Pairwise Comparisons Control: M∆ = 5.15 , p = .04 
Experimental: M∆ = 16.27, p< .001 
Control: M∆ = .92, p = .81 
Experimental: M∆ = 3.643, p = .324 
I. Volitional Action Within Subjects Time F(1,26) = 21, p < .001 , ηp2 = 45 F(1,25) = .04, p = .84 , ηp2 = .002 
Time*group F(1, 26) = 1.90 , p = .18 , ηp2 = .07  F(1, 25) = .002 , p = .966 , ηp2 = .00  
Between Subjects Group  F(1, 26) = .04, p = .84, ηp2 = .002  F(1, 25) = .08 p = .779, ηp2 = .003  
Pairwise Comparisons Control Group: M∆ = 6.23, p = .04 
Experimental: M∆ = 11.6, p < .001 
Control Group: M∆ = .69, p = .91  
Experimental: M∆ = 1.07, p = .86 
I-a. Autonomy Within Subjects Time F(1,26) = 7.38, p = .01, ηp2 = .22 F(1, 25) = .36, p = .56, ηp2 = .01  
Time*group F(1, 26) = 8.04, p = .009 , ηp2 = .24  F(1, 25) = .39 , p = .54 , ηp2 = .02  
Between Subjects Group  F(1, 26) = 4.5 p = .044, ηp2 = .15  F(1, 26) = 0.01 p = .92, ηp2 = .00  
Pairwise Comparisons Control: M∆ = -0.23, p = .94 
Experimental: M∆ = 10.73, p <.001 
Control: M∆ = 0.15, p = .99  
Experimental: M∆ = -7.07, p = .39 
I-b. Self- Initiation 
 
Within Subjects Time F(1,26) = 11.1, p = .003 , ηp2 = .3 F(1,25) = 2.16, p = .13 , ηp2 = .90  
Time*group F(1, 26) = .003, p = .95, ηp2 <.01  F(1, 25) = 0.42 , p = .52 , ηp2 = .02  
Between Subjects Group  F(1, 26) = 4.2 p = .051, ηp2 = .14  F(1, 25)< 0.01 p = .99, ηp2 <.01  
Pairwise Comparisons Control: M∆ = 12.77, p = .03 
Experimental: M∆ = 12.33, p = .02 
Control: M∆ = 3.83, p = .54  
Experimental: M∆ = 9.21, p = .12 
II. Agentic Action Within Subjects Time F(1,26) = 20.86, p < .001, ηp2 = .45 F(1,25) = .03, p = .86 , ηp2 = .001  
Time*group F(1, 26) = 10.01, p = .004 , ηp2 = .28 F(1, 25) = .9 , p = .35 , ηp2 = .04  
Between Subjects Group  F(1, 26) = .65 p = .427, ηp2 = .02  F(1, 25) = .46 p = .51, ηp2 = .02  
Pairwise Comparisons Control: M∆ = 3.92, p = .35 
Experimental: M∆ = 21.6, p <.001 
Control: M∆ = -3.00 , p = .6 
Experimental: M∆ = 4.36, p = .43 
II-a. Pathways Thinking Within Subjects Time F(1,26) = 23.10, p <.001, ηp2 = .47 F(1,25) = 0.14, p = .71 , ηp2 = .01 






SDI score category ANOVA Variable SDI:PTR SDI:SR 
Between Subjects Group  F(1, 26) = .44 p = .51, ηp2 = .02  F(1, 25) = 471, p = .5, ηp2 = .02  
Pairwise Comparisons Control: M∆ = 8.08, p = .11 
Experimental: M∆ = 23.6, p <.001 
Control: M∆ = .15, p = .98 
Experimental: M∆ = 3.23, p = .62 
II-b. Self- Direction Within Subjects Time F(1,26) = 12.37, p = .002, ηp2 = .32  F(1,25) = .28, p = .600 , ηp2 = .01 
Time*group F(1, 26) = 13.8 , p = .001, ηp2 = .35  F(1, 25) = .59, p = .45 , ηp2 = .02  
Between Subjects Group  F(1, 26) = .82 p = .38, ηp2 = .03  F(1, 25) = .01, p = .95, ηp2 < .01  
Pairwise Comparisons Control: M∆ = -0.53, p = .89 
Experimental: M∆ = 19.73, p <.001 
Control: M∆ = -6.15, p = .38 
Experimental: M∆ = 1.14, p = .86 
III. Action-Control Beliefs 
 
Within Subjects Time F(1,26) = 39.38, p <.001, ηp2 = .60 F(1,25) = 0 .21, p = .65 , ηp2 = .01 
Time*group F(1, 26) = 8.8 , p = .006, ηp2 = .25 F(1, 25) = 2.27, p = .15 , ηp2 = .08  
Between Subjects Group  F(1, 26) = 1 p = .33, ηp2 = .04  F(1, 25) = 0.20 p = .66, ηp2 = .01  
Pairwise Comparisons Control: M∆ = 5.54, p = .03  
Experimental: M∆ = 15.47, p <.001 
Control: M∆ = -3.23, p = .48 
Experimental: M∆ = 6.07, p = .17 
III-a. Control- Expectancy Within Subjects Time F(1,26) = 6.53, p = .017 , ηp2 = .2  F(1,25) = .07, p = .8 , ηp2 = .003 
Time*group F(1, 26) = 1.199 , p = .170 , ηp2 = .07  F(1, 25) = 1.56 , p = .22 , ηp2 = .06  
Between Subjects Group  F(1, 26) = .86 p = .36, ηp2 = .03  F(1, 25) = .25, p = .62, ηp2 = .01  
Pairwise Comparisons Control: M∆ = 2.69, p = .44 
Experimental: M∆ = 9.333, p = .007 
Control: M∆ = -3.58, p = .51 
Experimental: M∆ = 5.43, p = .28 
III-b. Psychological 
Empowerment 
Within Subjects Time F(1,26) = 34.94, p <.001, ηp2 = .57 F(1, 25) = 1.29, p = .27 , ηp2 = .05  
Time*group F(1, 26) = 2.94 , p = .098, ηp2 = .10  F(1, 25) = 1.35 , p = .26 , ηp2 = .05  
Between Subjects Group  F(1, 26) = 2.48 p = .13, ηp2 = .09  F(1, 25) = .07 p = .8, ηp2 = .003  
Pairwise Comparisons Control: M∆ = 9.54, p = .008  
Experimental: M∆ = 17.33, p <.001 
Control: M∆ = .08, p = .99  
Experimental: M∆ = 7.79, p = .1 
III-c. Self- Realization Within Subjects Time F(1,26) = 25.68, p <.001, ηp2 = .5 F(1,26) = 1.04, p = .32 , ηp2 = .04  
Time*group F(1, 26) = 10.47 , p = .003 , ηp2 = .29  F(1, 26) = 1.2, p = .29 , ηp2 = .05  
Between Subjects Group  F(1, 26) = 23, p <.001 ηp2 = .9 F(1, 26) = .08 p = .78, ηp2 = .003  
Pairwise Comparisons Control: M∆ = 4.39, p = .222 
Experimental: M∆ = 19.87, p <.001 
Control: M∆ = -9.15, p = .15  














Overall Scores SDI:PTR 
Box's Test of Equality of Covariance Matricesa 





Tests the null hypothesis that the observed covariance matrices of the dependent variables are equal 
across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
Levene's Test of Equality of Error Variancesa 
 
Levene 




Based on Mean 4.509 1 26 .043 
Based on Median 4.146 1 26 .052 
Based on Median and 
with adjusted df 
4.146 1 19.282 .056 




Based on Mean 10.764 1 26 .003 
Based on Median 5.465 1 26 .027 
Based on Median and 
with adjusted df 
5.465 1 16.166 .033 
Based on trimmed mean 9.991 1 26 .004 
Tests the null hypothesis that the error variance of the dependent variable is equal across groups. 
a. Design: Intercept + group  






Tests of Within-Subjects Effects 
Measure: MEASURE_1  
Source 
Type III Sum of 






1597.741 1 1597.741 41.653 .000 .616 
Greenhouse-
Geisser 
1597.741 1.000 1597.741 41.653 .000 .616 
Huynh-Feldt 1597.741 1.000 1597.741 41.653 .000 .616 





430.026 1 430.026 11.211 .002 .301 
Greenhouse-
Geisser 
430.026 1.000 430.026 11.211 .002 .301 
Huynh-Feldt 430.026 1.000 430.026 11.211 .002 .301 
Lower-bound 430.026 1.000 430.026 11.211 .002 .301 
Error(time) Sphericity 
Assumed 
997.313 26 38.358 
   
Greenhouse-
Geisser 
997.313 26.000 38.358 
   
Huynh-Feldt 997.313 26.000 38.358    
Lower-bound 997.313 26.000 38.358    
 
 
Tests of Between-Subjects Effects 
Measure: MEASURE_1  
Transformed Variable: Average  
Source 
Type III Sum of 
Squares df Mean Square F Sig. 
Partial Eta 
Squared 
Intercept 247533.341 1 247533.341 597.589 .000 .958 
group 240.626 1 240.626 .581 .453 .022 










Measure: MEASURE_1  
group time Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 
0 control 1 62.000 4.395 52.967 71.033 
2 67.154 3.937 59.061 75.247 
1 intervention 1 60.600 4.091 52.191 69.009 





Measure: MEASURE_1  
time (I) group (J) group 
Mean 
Difference (I-
J) Std. Error Sig.a 





1 0 control 1 intervention 1.400 6.004 .817 -10.942 13.742 
1 intervention 0 control -1.400 6.004 .817 -13.742 10.942 
2 0 control 1 intervention -9.713 5.379 .083 -20.770 1.344 
1 intervention 0 control 9.713 5.379 .083 -1.344 20.770 
Based on estimated marginal means 
a. Adjustment for multiple comparisons: Least Significant Difference (equivalent to no adjustments). 
 
Pairwise Comparisons 
Measure: MEASURE_1  
group (I) time (J) time 
Mean 
Difference (I-
J) Std. Error Sig.b 
95% Confidence Interval for 
Differenceb 
Lower Bound Upper Bound 
0 control 1 2 -5.154* 2.429 .044 -10.147 -.160 
2 1 5.154* 2.429 .044 .160 10.147 
1 intervention 1 2 -16.267* 2.262 .000 -20.915 -11.618 
2 1 16.267* 2.262 .000 11.618 20.915 
Based on estimated marginal means 
*. The mean difference is significant at the .05 level. 








Volitional Action SDI:PTR 
 
Box's Test of Equality of Covariance Matricesa 





Tests the null hypothesis that the observed covariance matrices of the dependent variables are equal 
across groups. 
a. Design: Intercept + group  






Levene's Test of Equality of Error Variancesa 
 F df1 df2 Sig. 
Volitional_Action.1 .142 1 26 .709 
Volitional_Action.2 .005 1 26 .946 
Tests the null hypothesis that the error variance of the dependent variable is equal across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
 
Tests of Within-Subjects Effects 
Measure: MEASURE_1  
Source 
Type III Sum 
of Squares df 
Mean 





1107.100 1 1107.100 20.996 .000 .447 
Greenhouse-
Geisser 
1107.100 1.000 1107.100 20.996 .000 .447 
Huynh-Feldt 1107.100 1.000 1107.100 20.996 .000 .447 





100.385 1 100.385 1.904 .179 .068 
Greenhouse-
Geisser 
100.385 1.000 100.385 1.904 .179 .068 
Huynh-Feldt 100.385 1.000 100.385 1.904 .179 .068 
Lower-bound 100.385 1.000 100.385 1.904 .179 .068 
Error(time) Sphericity 
Assumed 
1370.954 26 52.729 
   
Greenhouse-
Geisser 
1370.954 26.000 52.729 
   
Huynh-Feldt 1370.954 26.000 52.729    






Tests of Between-Subjects Effects 
Measure: MEASURE_1  
Transformed Variable: Average  
Source 
Type III Sum of 
Squares df Mean Square F Sig. 
Partial Eta 
Squared 
Intercept 276762.878 1 276762.878 908.971 .000 .972 
group 12.878 1 12.878 .042 .839 .002 




Measure: MEASURE_1  
group time Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 
control 1 67.846 4.145 59.327 76.366 
2 74.077 3.209 67.480 80.674 
intervention 1 64.200 3.858 56.269 72.131 




Measure: MEASURE_1  
time (I) group (J) group 
Mean 
Difference (I-
J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
1 control intervention 3.646 5.663 .525 -7.994 15.286 
intervention control -3.646 5.663 .525 -15.286 7.994 
2 control intervention -1.723 4.385 .698 -10.736 7.290 
intervention control 1.723 4.385 .698 -7.290 10.736 
Based on estimated marginal means 







Measure: MEASURE_1  
group (I) time (J) time 
Mean 
Difference (I-J) Std. Error Sig.b 
95% Confidence Interval for 
Differenceb 
Lower Bound Upper Bound 
control 1 2 -6.231* 2.848 .038 -12.085 -.376 
2 1 6.231* 2.848 .038 .376 12.085 
intervention 1 2 -11.600* 2.652 .000 -17.050 -6.150 
2 1 11.600* 2.652 .000 6.150 17.050 
Based on estimated marginal means 
*. The mean difference is significant at the .05 level. 









Agentic Action SDI:PTR 
 
Box's Test of Equality of Covariance Matricesa 





Tests the null hypothesis that the observed covariance matrices of the dependent variables are equal 
across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
Levene's Test of Equality of Error Variancesa 
 F df1 df2 Sig. 
Agentic_Action.1 2.556 1 26 .122 
Agentic_Action.2 10.729 1 26 .003 
Tests the null hypothesis that the error variance of the dependent variable is equal across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
 
Tests of Within-Subjects Effects 
Measure: MEASURE_1  
Source 
Type III Sum 
of Squares df 
Mean 





2268.363 1 2268.363 20.860 .000 .445 
Greenhouse-
Geisser 
2268.363 1.000 2268.363 20.860 .000 .445 
Huynh-Feldt 2268.363 1.000 2268.363 20.860 .000 .445 





1088.078 1 1088.078 10.006 .004 .278 
Greenhouse-
Geisser 
1088.078 1.000 1088.078 10.006 .004 .278 
Huynh-Feldt 1088.078 1.000 1088.078 10.006 .004 .278 






2827.262 26 108.741 
   
Greenhouse-
Geisser 
2827.262 26.000 108.741 
   
Huynh-Feldt 2827.262 26.000 108.741    
Lower-bound 2827.262 26.000 108.741    
 
 
Tests of Between-Subjects Effects 
Measure: MEASURE_1  
Transformed Variable: Average  
Source 
Type III Sum of 
Squares df Mean Square F Sig. 
Partial Eta 
Squared 
Intercept 180535.605 1 180535.605 267.979 .000 .912 
group 439.604 1 439.604 .653 .427 .024 
Error 17516.021 26 673.693    
 
Estimates 
Measure: MEASURE_1  
group time Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 
control 1 52.154 5.740 40.355 63.953 
2 56.077 5.219 45.349 66.805 
intervention 1 48.933 5.344 37.949 59.918 
2 70.533 4.859 60.546 80.521 
 
Pairwise Comparisons 
Measure: MEASURE_1  
time (I) group (J) group 
Mean 
Difference (I-
J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
1 control intervention 3.221 7.842 .685 -12.900 19.341 
intervention control -3.221 7.842 .685 -19.341 12.900 
2 control intervention -14.456 7.131 .053 -29.114 .201 
intervention control 14.456 7.131 .053 -.201 29.114 
Based on estimated marginal means 






Measure: MEASURE_1  
group (I) time (J) time 
Mean 
Difference (I-J) Std. Error Sig.b 
95% Confidence Interval for 
Differenceb 
Lower Bound Upper Bound 
control 1 2 -3.923 4.090 .346 -12.331 4.484 
2 1 3.923 4.090 .346 -4.484 12.331 
intervention 1 2 -21.600* 3.808 .000 -29.427 -13.773 
2 1 21.600* 3.808 .000 13.773 29.427 
Based on estimated marginal means 
*. The mean difference is significant at the .05 level. 









Action-Control Beliefs SDI:PTR 
 
Box's Test of Equality of Covariance Matricesa 





Tests the null hypothesis that the observed covariance matrices of the dependent variables are equal 
across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
Levene's Test of Equality of Error Variancesa 
 F df1 df2 Sig. 
Action_Control_Beliefs.1 2.348 1 26 .137 
Action_Control_Beliefs.2 11.445 1 26 .002 
Tests the null hypothesis that the error variance of the dependent variable is equal across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
 
Tests of Within-Subjects Effects 
Measure: MEASURE_1  
Source 
Type III Sum 
of Squares df 
Mean 





1536.375 1 1536.375 39.376 .000 .602 
Greenhouse-
Geisser 
1536.375 1.000 1536.375 39.376 .000 .602 
Huynh-Feldt 1536.375 1.000 1536.375 39.376 .000 .602 





343.232 1 343.232 8.797 .006 .253 
Greenhouse-
Geisser 
343.232 1.000 343.232 8.797 .006 .253 
Huynh-Feldt 343.232 1.000 343.232 8.797 .006 .253 






1014.482 26 39.019 
   
Greenhouse-
Geisser 
1014.482 26.000 39.019 
   
Huynh-Feldt 1014.482 26.000 39.019    
Lower-bound 1014.482 26.000 39.019    
 
Tests of Between-Subjects Effects 
Measure: MEASURE_1  
Transformed Variable: Average  
Source 
Type III Sum of 
Squares df Mean Square F Sig. 
Partial Eta 
Squared 
Intercept 276209.377 1 276209.377 467.723 .000 .947 
group 590.806 1 590.806 1.000 .326 .037 
Error 15354.051 26 590.540    
 
Estimates 
Measure: MEASURE_1  
group time Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 
control 1 64.385 5.075 53.954 74.816 
2 69.923 4.762 60.135 79.711 
intervention 1 65.933 4.724 56.223 75.644 
2 81.400 4.433 72.288 90.512 
 
Pairwise Comparisons 
Measure: MEASURE_1  
time (I) group (J) group 
Mean 
Difference (I-
J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
1 control intervention -1.549 6.933 .825 -15.800 12.703 
intervention control 1.549 6.933 .825 -12.703 15.800 
2 control intervention -11.477 6.506 .089 -24.850 1.896 
intervention control 11.477 6.506 .089 -1.896 24.850 
Based on estimated marginal means 






Measure: MEASURE_1  
group (I) time (J) time 
Mean 
Difference (I-J) Std. Error Sig.b 
95% Confidence Interval for 
Differenceb 
Lower Bound Upper Bound 
control 1 2 -5.538* 2.450 .032 -10.575 -.502 
2 1 5.538* 2.450 .032 .502 10.575 
intervention 1 2 -15.467* 2.281 .000 -20.155 -10.778 
2 1 15.467* 2.281 .000 10.778 20.155 
Based on estimated marginal means 
*. The mean difference is significant at the .05 level. 











Box's Test of Equality of Covariance Matricesa 





Tests the null hypothesis that the observed covariance matrices of the dependent variables are equal 
across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
Levene's Test of Equality of Error Variancesa 
 F df1 df2 Sig. 
Autonomy.1 5.011 1 26 .034 
Autonomy.2 5.521 1 26 .027 
Tests the null hypothesis that the error variance of the dependent variable is equal across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
 
Tests of Within-Subjects Effects 
Measure: MEASURE_1  
Source 
Type III Sum 
of Squares df 
Mean 





384.094 1 384.094 7.378 .012 .221 
Greenhouse-
Geisser 
384.094 1.000 384.094 7.378 .012 .221 
Huynh-Feldt 384.094 1.000 384.094 7.378 .012 .221 





418.594 1 418.594 8.040 .009 .236 
Greenhouse-
Geisser 
418.594 1.000 418.594 8.040 .009 .236 
Huynh-Feldt 418.594 1.000 418.594 8.040 .009 .236 






1353.621 26 52.062 
   
Greenhouse-
Geisser 
1353.621 26.000 52.062 
   
Huynh-Feldt 1353.621 26.000 52.062    
Lower-bound 1353.621 26.000 52.062    
 
 
Tests of Between-Subjects Effects 
Measure: MEASURE_1  
Transformed Variable: Average  
Source 
Type III Sum of 
Squares df Mean Square F Sig. 
Partial Eta 
Squared 
Intercept 366143.391 1 366143.391 713.758 .000 .965 
group 2305.890 1 2305.890 4.495 .044 .147 
Error 13337.467 26 512.979    
 
Estimates 
Measure: MEASURE_1  
group time Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 
control 1 87.615 4.940 77.460 97.771 
2 87.385 4.365 78.411 96.358 
intervention 1 69.267 4.599 59.813 78.721 




Measure: MEASURE_1  
time (I) group (J) group 
Mean 
Difference (I-
J) Std. Error Sig.b 
95% Confidence Interval for 
Differenceb 
Lower Bound Upper Bound 
1 control intervention 18.349* 6.750 .012 4.474 32.223 
intervention control -18.349* 6.750 .012 -32.223 -4.474 
2 control intervention 7.385 5.964 .227 -4.875 19.644 
intervention control -7.385 5.964 .227 -19.644 4.875 




*. The mean difference is significant at the .05 level. 
b. Adjustment for multiple comparisons: Least Significant Difference (equivalent to no adjustments). 
 
Pairwise Comparisons 
Measure: MEASURE_1  
group (I) time (J) time 
Mean 
Difference (I-J) Std. Error Sig.b 
95% Confidence Interval for 
Differenceb 
Lower Bound Upper Bound 
control 1 2 .231 2.830 .936 -5.587 6.048 
2 1 -.231 2.830 .936 -6.048 5.587 
intervention 1 2 -10.733* 2.635 .000 -16.149 -5.318 
2 1 10.733* 2.635 .000 5.318 16.149 
Based on estimated marginal means 
*. The mean difference is significant at the .05 level. 









Box's Test of Equality of Covariance Matricesa 





Tests the null hypothesis that the observed covariance matrices of the dependent variables are equal 
across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
Levene's Test of Equality of Error Variancesa 
 F df1 df2 Sig. 
Self_Initiation.1 6.972 1 26 .014 
Self_Initiation.2 3.849 1 26 .061 
Tests the null hypothesis that the error variance of the dependent variable is equal across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
 
Tests of Within-Subjects Effects 
Measure: MEASURE_1  
Source 
Type III Sum 
of Squares df 
Mean 





2194.233 1 2194.233 11.097 .003 .299 
Greenhouse-
Geisser 
2194.233 1.000 2194.233 11.097 .003 .299 
Huynh-Feldt 2194.233 1.000 2194.233 11.097 .003 .299 





.662 1 .662 .003 .954 .000 
Greenhouse-
Geisser 
.662 1.000 .662 .003 .954 .000 
Huynh-Feldt .662 1.000 .662 .003 .954 .000 






5140.821 26 197.724 
   
Greenhouse-
Geisser 
5140.821 26.000 197.724 
   
Huynh-Feldt 5140.821 26.000 197.724    
Lower-bound 5140.821 26.000 197.724    
 
 
Tests of Between-Subjects Effects 
Measure: MEASURE_1  
Transformed Variable: Average  
Source 
Type III Sum of 
Squares df Mean Square F Sig. 
Partial Eta 
Squared 
Intercept 198818.134 1 198818.134 507.976 .000 .951 
group 1642.420 1 1642.420 4.196 .051 .139 
Error 10176.205 26 391.393    
 
Estimates 
Measure: MEASURE_1  
group time Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 
control 1 47.923 5.287 37.056 58.790 
2 60.692 4.167 52.126 69.259 
intervention 1 59.000 4.922 48.883 69.117 
2 71.333 3.880 63.359 79.308 
 
Pairwise Comparisons 
Measure: MEASURE_1  
time (I) group (J) group 
Mean 
Difference (I-
J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
1 control intervention -11.077 7.223 .137 -25.924 3.770 
intervention control 11.077 7.223 .137 -3.770 25.924 
2 control intervention -10.641 5.694 .073 -22.345 1.063 
intervention control 10.641 5.694 .073 -1.063 22.345 
Based on estimated marginal means 





Measure: MEASURE_1  
group (I) time (J) time 
Mean 
Difference (I-J) Std. Error Sig.b 
95% Confidence Interval for 
Differenceb 
Lower Bound Upper Bound 
control 1 2 -12.769* 5.515 .029 -24.106 -1.432 
2 1 12.769* 5.515 .029 1.432 24.106 
intervention 1 2 -12.333* 5.135 .024 -22.887 -1.779 
2 1 12.333* 5.135 .024 1.779 22.887 
Based on estimated marginal means 
*. The mean difference is significant at the .05 level. 











Pathways Thinking SDI:PTR 
 
Box's Test of Equality of Covariance Matricesa 





Tests the null hypothesis that the observed covariance matrices of the dependent variables are equal 
across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
Levene's Test of Equality of Error Variancesa 
 F df1 df2 Sig. 
Pathways_Thinking.1 4.603 1 26 .041 
Pathways_Thinking.2 9.310 1 26 .005 
Tests the null hypothesis that the error variance of the dependent variable is equal across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
 
Tests of Within-Subjects Effects 
Measure: MEASURE_1  
Source 
Type III Sum 
of Squares df 
Mean 





3494.078 1 3494.078 23.103 .000 .470 
Greenhouse-
Geisser 
3494.078 1.000 3494.078 23.103 .000 .470 
Huynh-Feldt 3494.078 1.000 3494.078 23.103 .000 .470 





839.078 1 839.078 5.548 .026 .176 
Greenhouse-
Geisser 
839.078 1.000 839.078 5.548 .026 .176 
Huynh-Feldt 839.078 1.000 839.078 5.548 .026 .176 






3932.262 26 151.241 
   
Greenhouse-
Geisser 
3932.262 26.000 151.241 
   
Huynh-Feldt 3932.262 26.000 151.241    
Lower-bound 3932.262 26.000 151.241    
  
 
Tests of Between-Subjects Effects 
Measure: MEASURE_1  
Transformed Variable: Average  
Source 
Type III Sum of 
Squares df Mean Square F Sig. 
Partial Eta 
Squared 
Intercept 141789.725 1 141789.725 181.788 .000 .875 
group 344.297 1 344.297 .441 .512 .017 
Error 20279.328 26 779.974    
 
Estimates 
Measure: MEASURE_1  
group time Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 
control 1 43.923 6.125 31.333 56.513 
2 52.000 5.841 39.994 64.006 
intervention 1 41.133 5.702 29.412 52.854 
2 64.733 5.438 53.556 75.910 
 
Pairwise Comparisons 
Measure: MEASURE_1  
time (I) group (J) group 
Mean 
Difference (I-
J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
1 control intervention 2.790 8.368 .742 -14.412 19.991 
intervention control -2.790 8.368 .742 -19.991 14.412 
2 control intervention -12.733 7.980 .123 -29.137 3.670 
intervention control 12.733 7.980 .123 -3.670 29.137 
Based on estimated marginal means 





Measure: MEASURE_1  
group (I) time (J) time 
Mean 
Difference (I-
J) Std. Error Sig.b 
95% Confidence Interval for 
Differenceb 
Lower Bound Upper Bound 
0 control 1 2 -8.077 4.824 .106 -17.992 1.838 
2 1 8.077 4.824 .106 -1.838 17.992 
1 intervention 1 2 -23.600* 4.491 .000 -32.831 -14.369 
2 1 23.600* 4.491 .000 14.369 32.831 
Based on estimated marginal means 
*. The mean difference is significant at the .05 level. 















Box's Test of Equality of Covariance Matricesa 





Tests the null hypothesis that the observed covariance matrices of the dependent variables are equal 
across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
Levene's Test of Equality of Error Variancesa 
 F df1 df2 Sig. 
Self_Direction.1 1.578 1 26 .220 
Self_Direction.2 7.247 1 26 .012 
Tests the null hypothesis that the error variance of the dependent variable is equal across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
 
Tests of Within-Subjects Effects 
Measure: MEASURE_1  
Source 
Type III Sum 
of Squares df 
Mean 





1282.972 1 1282.972 12.368 .002 .322 
Greenhouse-
Geisser 
1282.972 1.000 1282.972 12.368 .002 .322 
Huynh-Feldt 1282.972 1.000 1282.972 12.368 .002 .322 





1430.972 1 1430.972 13.795 .001 .347 
Greenhouse-
Geisser 
1430.972 1.000 1430.972 13.795 .001 .347 
Huynh-Feldt 1430.972 1.000 1430.972 13.795 .001 .347 






2697.082 26 103.734 
   
Greenhouse-
Geisser 
2697.082 26.000 103.734 
   
Huynh-Feldt 2697.082 26.000 103.734    
Lower-bound 2697.082 26.000 103.734    
 
Tests of Between-Subjects Effects 
Measure: MEASURE_1  
Transformed Variable: Average  
Source 
Type III Sum of 
Squares df Mean Square F Sig. 
Partial Eta 
Squared 
Intercept 222906.554 1 222906.554 315.922 .000 .924 
group 575.554 1 575.554 .816 .375 .030 
Error 18344.928 26 705.574    
 
Estimates 
Measure: MEASURE_1  
group time Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 
control 1 60.308 6.016 47.942 72.673 
2 59.769 5.105 49.275 70.263 
intervention 1 56.600 5.600 45.088 68.112 
2 76.333 4.753 66.564 86.103 
 
Pairwise Comparisons 
Measure: MEASURE_1  
time (I) group (J) group 
Mean 
Difference (I-
J) Std. Error Sig.b 
95% Confidence Interval for 
Differenceb 
Lower Bound Upper Bound 
1 control intervention 3.708 8.219 .656 -13.187 20.603 
intervention control -3.708 8.219 .656 -20.603 13.187 
2 control intervention -16.564* 6.975 .025 -30.902 -2.226 
intervention control 16.564* 6.975 .025 2.226 30.902 
Based on estimated marginal means 
*. The mean difference is significant at the .05 level. 






Measure: MEASURE_1  
group (I) time (J) time 
Mean 
Difference (I-J) Std. Error Sig.b 
95% Confidence Interval for 
Differenceb 
Lower Bound Upper Bound 
control 1 2 .538 3.995 .894 -7.673 8.750 
2 1 -.538 3.995 .894 -8.750 7.673 
intervention 1 2 -19.733* 3.719 .000 -27.378 -12.089 
2 1 19.733* 3.719 .000 12.089 27.378 
Based on estimated marginal means 
*. The mean difference is significant at the .05 level. 








Control Expectancy SDI:PTR 
 
Box's Test of Equality of Covariance Matricesa 





Tests the null hypothesis that the observed covariance matrices of the dependent variables are equal 
across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
Levene's Test of Equality of Error Variancesa 
 F df1 df2 Sig. 
Control_Expectancy.1 1.748 1 26 .198 
Control_Expectancy.2 6.336 1 26 .018 
Tests the null hypothesis that the error variance of the dependent variable is equal across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
 
Tests of Within-Subjects Effects 
Measure: MEASURE_1  
Source 
Type III Sum 
of Squares df 
Mean 





503.574 1 503.574 6.530 .017 .201 
Greenhouse-
Geisser 
503.574 1.000 503.574 6.530 .017 .201 
Huynh-Feldt 503.574 1.000 503.574 6.530 .017 .201 





153.574 1 153.574 1.991 .170 .071 
Greenhouse-
Geisser 
153.574 1.000 153.574 1.991 .170 .071 
Huynh-Feldt 153.574 1.000 153.574 1.991 .170 .071 






2005.051 26 77.117 
   
Greenhouse-
Geisser 
2005.051 26.000 77.117 
   
Huynh-Feldt 2005.051 26.000 77.117    
Lower-bound 2005.051 26.000 77.117    
 
Tests of Between-Subjects Effects 
Measure: MEASURE_1  
Transformed Variable: Average  
Source 
Type III Sum of 
Squares df Mean Square F Sig. 
Partial Eta 
Squared 
Intercept 294082.011 1 294082.011 349.341 .000 .931 
group 727.725 1 727.725 .864 .361 .032 
Error 21887.328 26 841.820    
 
Estimates 
Measure: MEASURE_1  
group time Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 
control 1 67.692 6.105 55.144 80.241 
2 70.385 5.781 58.502 82.268 
intervention 1 71.600 5.683 59.918 83.282 
2 80.933 5.382 69.871 91.996 
 
Pairwise Comparisons 
Measure: MEASURE_1  
time (I) group (J) group 
Mean 
Difference (I-
J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
1 control intervention -3.908 8.341 .643 -21.052 13.237 
intervention control 3.908 8.341 .643 -13.237 21.052 
2 control intervention -10.549 7.898 .193 -26.784 5.687 
intervention control 10.549 7.898 .193 -5.687 26.784 
Based on estimated marginal means 






Measure: MEASURE_1  
group (I) time (J) time 
Mean 
Difference (I-J) Std. Error Sig.b 
95% Confidence Interval for 
Differenceb 
Lower Bound Upper Bound 
control 1 2 -2.692 3.444 .441 -9.772 4.388 
2 1 2.692 3.444 .441 -4.388 9.772 
intervention 1 2 -9.333* 3.207 .007 -15.925 -2.742 
2 1 9.333* 3.207 .007 2.742 15.925 
Based on estimated marginal means 
*. The mean difference is significant at the .05 level. 








Psychological Empowerment SDI:PTR 
Box's Test of Equality of Covariance Matricesa 





Tests the null hypothesis that the observed covariance matrices of the dependent variables are equal 
across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
Levene's Test of Equality of Error Variancesa 
 F df1 df2 Sig. 
Psychological_Empowerment.1 .956 1 26 .337 
Psychological_Empowerment.2 13.815 1 26 .001 
Tests the null hypothesis that the error variance of the dependent variable is equal across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
 
Tests of Within-Subjects Effects 
Measure: MEASURE_1  
Source 
Type III Sum 
of Squares df 
Mean 





2514.432 1 2514.432 34.936 .000 .573 
Greenhouse-
Geisser 
2514.432 1.000 2514.432 34.936 .000 .573 
Huynh-Feldt 2514.432 1.000 2514.432 34.936 .000 .573 





211.575 1 211.575 2.940 .098 .102 
Greenhouse-
Geisser 
211.575 1.000 211.575 2.940 .098 .102 
Huynh-Feldt 211.575 1.000 211.575 2.940 .098 .102 






1871.282 26 71.972 
   
Greenhouse-
Geisser 
1871.282 26.000 71.972 
   
Huynh-Feldt 1871.282 26.000 71.972    
Lower-bound 1871.282 26.000 71.972    
 
Tests of Between-Subjects Effects 
Measure: MEASURE_1  
Transformed Variable: Average  
Source 
Type III Sum of 
Squares df Mean Square F Sig. 
Partial Eta 
Squared 
Intercept 297631.877 1 297631.877 736.709 .000 .966 
group 1003.306 1 1003.306 2.483 .127 .087 
Error 10504.051 26 404.002    
 
Estimates 
Measure: MEASURE_1  
group time Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 
control 1 64.077 4.478 54.872 73.282 
2 73.615 4.069 65.251 81.980 
intervention 1 68.667 4.169 60.097 77.236 
2 86.000 3.788 78.213 93.787 
 
Pairwise Comparisons 
Measure: MEASURE_1  
time (I) group (J) group 
Mean 
Difference (I-
J) Std. Error Sig.b 
95% Confidence Interval for 
Differenceb 
Lower Bound Upper Bound 
1 control intervention -4.590 6.118 .460 -17.166 7.987 
intervention control 4.590 6.118 .460 -7.987 17.166 
2 control intervention -12.385* 5.560 .035 -23.813 -.956 
intervention control 12.385* 5.560 .035 .956 23.813 
Based on estimated marginal means 
*. The mean difference is significant at the .05 level. 






Measure: MEASURE_1  
group (I) time (J) time 
Mean 
Difference (I-J) Std. Error Sig.b 
95% Confidence Interval for 
Differenceb 
Lower Bound Upper Bound 
control 1 2 -9.538* 3.328 .008 -16.378 -2.699 
2 1 9.538* 3.328 .008 2.699 16.378 
intervention 1 2 -17.333* 3.098 .000 -23.701 -10.966 
2 1 17.333* 3.098 .000 10.966 23.701 
Based on estimated marginal means 
*. The mean difference is significant at the .05 level. 










Box's Test of Equality of Covariance Matricesa 





Tests the null hypothesis that the observed covariance matrices of the dependent variables are equal 
across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
Levene's Test of Equality of Error Variancesa 
 F df1 df2 Sig. 
Self_Realization.1 6.406 1 26 .018 
Self_Realization.2 13.395 1 26 .001 
Tests the null hypothesis that the error variance of the dependent variable is equal across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
 
Tests of Within-Subjects Effects 
Measure: MEASURE_1  
Source 
Type III Sum 
of Squares df 
Mean 





2047.934 1 2047.934 25.681 .000 .497 
Greenhouse-
Geisser 
2047.934 1.000 2047.934 25.681 .000 .497 
Huynh-Feldt 2047.934 1.000 2047.934 25.681 .000 .497 





834.648 1 834.648 10.466 .003 .287 
Greenhouse-
Geisser 
834.648 1.000 834.648 10.466 .003 .287 
Huynh-Feldt 834.648 1.000 834.648 10.466 .003 .287 






2073.405 26 79.746 
   
Greenhouse-
Geisser 
2073.405 26.000 79.746 
   
Huynh-Feldt 2073.405 26.000 79.746    
Lower-bound 2073.405 26.000 79.746    
 
Tests of Between-Subjects Effects 
Measure: MEASURE_1  
Transformed Variable: Average  
Source 
Type III Sum of 
Squares df Mean Square F Sig. 
Partial Eta 
Squared 
Intercept 239187.312 1 239187.312 226.839 .000 .897 
group 210.741 1 210.741 .200 .659 .008 
Error 27415.313 26 1054.435    
 
Estimates 
Measure: MEASURE_1  
group time Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 
control 1 61.385 7.020 46.954 75.815 
2 65.769 6.161 53.105 78.433 
intervention 1 57.533 6.536 44.099 70.968 
2 77.400 5.736 65.610 89.190 
 
Pairwise Comparisons 
Measure: MEASURE_1  
time (I) group (J) group 
Mean 
Difference (I-
J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
1 control intervention 3.851 9.592 .691 -15.865 23.567 
intervention control -3.851 9.592 .691 -23.567 15.865 
2 control intervention -11.631 8.418 .179 -28.933 5.672 
intervention control 11.631 8.418 .179 -5.672 28.933 
Based on estimated marginal means 






Measure: MEASURE_1  
group (I) time (J) time 
Mean 
Difference (I-J) Std. Error Sig.b 
95% Confidence Interval for 
Differenceb 
Lower Bound Upper Bound 
control 1 2 -4.385 3.503 .222 -11.584 2.815 
2 1 4.385 3.503 .222 -2.815 11.584 
intervention 1 2 -19.867* 3.261 .000 -26.569 -13.164 
2 1 19.867* 3.261 .000 13.164 26.569 
Based on estimated marginal means 
*. The mean difference is significant at the .05 level. 

















Overall Scores SDI:SR 
 
Box's Test of Equality of Covariance Matricesa 





Tests the null hypothesis that the observed covariance matrices of the dependent variables are equal 
across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
Levene's Test of Equality of Error Variancesa 
 F df1 df2 Sig. 
OverallScore.1: Overall Score 1.425 1 25 .244 
OverallScore.2: Overall Score 1.018 1 25 .323 
Tests the null hypothesis that the error variance of the dependent variable is equal across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
Tests of Within-Subjects Effects 
Measure: MEASURE_1  
Source 
Type III Sum 
of Squares df 
Mean 





70.265 1 70.265 .767 .389 .030 
Greenhouse-
Geisser 
70.265 1.000 70.265 .767 .389 .030 
Huynh-Feldt 70.265 1.000 70.265 .767 .389 .030 





24.931 1 24.931 .272 .606 .011 
Greenhouse-
Geisser 
24.931 1.000 24.931 .272 .606 .011 




Lower-bound 24.931 1.000 24.931 .272 .606 .011 
Error(time) Sphericity 
Assumed 
2290.069 25 91.603 
   
Greenhouse-
Geisser 
2290.069 25.000 91.603 
   
Huynh-Feldt 2290.069 25.000 91.603    
Lower-bound 2290.069 25.000 91.603    
 
Tests of Between-Subjects Effects 
Measure: MEASURE_1  
Transformed Variable: Average  
Source 
Type III Sum of 
Squares df Mean Square F Sig. 
Partial Eta 
Squared 
Intercept 309284.462 1 309284.462 845.551 .000 .971 
group 3.869 1 3.869 .011 .919 .000 
Error 9144.464 25 365.779    
 
Estimates 
Measure: MEASURE_1  
group time Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 
control 1 75.538 4.348 66.583 84.494 
2 76.462 4.035 68.152 84.771 
intervention 1 73.643 4.190 65.014 82.272 
2 77.286 3.888 69.279 85.293 
 
Pairwise Comparisons 
Measure: MEASURE_1  
time (I) group (J) group 
Mean 
Difference (I-
J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
1 control intervention 1.896 6.038 .756 -10.541 14.332 
intervention control -1.896 6.038 .756 -14.332 10.541 
2 control intervention -.824 5.603 .884 -12.363 10.715 
intervention control .824 5.603 .884 -10.715 12.363 
Based on estimated marginal means 






Measure: MEASURE_1  
group (I) time (J) time 
Mean 
Difference (I-J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
control 1 2 -.923 3.754 .808 -8.655 6.808 
2 1 .923 3.754 .808 -6.808 8.655 
intervention 1 2 -3.643 3.617 .324 -11.093 3.807 
2 1 3.643 3.617 .324 -3.807 11.093 
Based on estimated marginal means 







Volitional Action SDI:SR 
 
Box's Test of Equality of Covariance Matricesa 





Tests the null hypothesis that the observed covariance matrices of the dependent variables are equal 
across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
Levene's Test of Equality of Error Variancesa 
 F df1 df2 Sig. 
Volitional_Action.1 1.508 1 25 .231 
Volitional_Action.2 1.162 1 25 .291 
Tests the null hypothesis that the error variance of the dependent variable is equal across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
Tests of Within-Subjects Effects 
Measure: MEASURE_1  
Source 
Type III Sum 
of Squares df 
Mean 





10.484 1 10.484 .040 .842 .002 
Greenhouse-
Geisser 
10.484 1.000 10.484 .040 .842 .002 
Huynh-Feldt 10.484 1.000 10.484 .040 .842 .002 





.484 1 .484 .002 .966 .000 
Greenhouse-
Geisser 
.484 1.000 .484 .002 .966 .000 
Huynh-Feldt .484 1.000 .484 .002 .966 .000 






6499.849 25 259.994 
   
Greenhouse-
Geisser 
6499.849 25.000 259.994 
   
Huynh-Feldt 6499.849 25.000 259.994    
Lower-bound 6499.849 25.000 259.994    
 
Tests of Between-Subjects Effects 
Measure: MEASURE_1  
Transformed Variable: Average  
Source 
Type III Sum of 
Squares df Mean Square F Sig. 
Partial Eta 
Squared 
Intercept 274952.410 1 274952.410 365.126 .000 .936 
group 60.484 1 60.484 .080 .779 .003 
Error 18825.849 25 753.034    
 
Estimates 
Measure: MEASURE_1  
group time Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 
control 1 70.000 6.310 57.005 82.995 
2 70.692 6.174 57.978 83.407 
intervention 1 71.929 6.080 59.406 84.451 




Measure: MEASURE_1  
time (I) group (J) group 
Mean 
Difference (I-
J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
1 control intervention -1.929 8.762 .828 -19.975 16.118 
intervention control 1.929 8.762 .828 -16.118 19.975 
2 control intervention -2.308 8.573 .790 -19.965 15.350 
intervention control 2.308 8.573 .790 -15.350 19.965 
Based on estimated marginal means 





Measure: MEASURE_1  
group (I) time (J) time 
Mean 
Difference (I-J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
control 1 2 -.692 6.324 .914 -13.718 12.333 
2 1 .692 6.324 .914 -12.333 13.718 
intervention 1 2 -1.071 6.094 .862 -13.623 11.480 
2 1 1.071 6.094 .862 -11.480 13.623 
Based on estimated marginal means 








Agentic Action SDI:SR 
 
Box's Test of Equality of Covariance Matricesa 





Tests the null hypothesis that the observed covariance matrices of the dependent variables are equal 
across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
Levene's Test of Equality of Error Variancesa 
 F df1 df2 Sig. 
Agentic_Action.1 1.694 1 25 .205 
Agentic_Action.2 9.244 1 25 .005 
Tests the null hypothesis that the error variance of the dependent variable is equal across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
 
Tests of Within-Subjects Effects 
Measure: MEASURE_1  
Source 
Type III Sum 
of Squares df 
Mean 





6.208 1 6.208 .031 .863 .001 
Greenhouse-
Geisser 
6.208 1.000 6.208 .031 .863 .001 
Huynh-Feldt 6.208 1.000 6.208 .031 .863 .001 





182.430 1 182.430 .899 .352 .035 
Greenhouse-
Geisser 
182.430 1.000 182.430 .899 .352 .035 
Huynh-Feldt 182.430 1.000 182.430 .899 .352 .035 






5071.607 25 202.864 
   
Greenhouse-
Geisser 
5071.607 25.000 202.864 
   
Huynh-Feldt 5071.607 25.000 202.864    
Lower-bound 5071.607 25.000 202.864    
 
Tests of Between-Subjects Effects 
Measure: MEASURE_1  
Transformed Variable: Average  
Source 
Type III Sum of 
Squares df Mean Square F Sig. 
Partial Eta 
Squared 
Intercept 273304.633 1 273304.633 498.882 .000 .952 
group 250.484 1 250.484 .457 .505 .018 
Error 13695.849 25 547.834    
 
Estimates 
Measure: MEASURE_1  
group time Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 
control 1 74.846 5.765 62.973 86.719 
2 71.846 4.951 61.650 82.043 
intervention 1 66.857 5.555 55.416 78.298 




Measure: MEASURE_1  
time (I) group (J) group 
Mean 
Difference (I-
J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
1 control intervention 7.989 8.006 .328 -8.500 24.478 
intervention control -7.989 8.006 .328 -24.478 8.500 
2 control intervention .632 6.875 .928 -13.528 14.792 
intervention control -.632 6.875 .928 -14.792 13.528 
Based on estimated marginal means 





Measure: MEASURE_1  
group (I) time (J) time 
Mean 
Difference (I-J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
control 1 2 3.000 5.587 .596 -8.506 14.506 
2 1 -3.000 5.587 .596 -14.506 8.506 
intervention 1 2 -4.357 5.383 .426 -15.444 6.730 
2 1 4.357 5.383 .426 -6.730 15.444 
Based on estimated marginal means 








Action Control Beliefs- SDI:SR 
 
Box's Test of Equality of Covariance Matricesa 





Tests the null hypothesis that the observed covariance matrices of the dependent variables are equal 
across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
Levene's Test of Equality of Error Variancesa 
 F df1 df2 Sig. 
Action_Control_Beliefs.1 .258 1 25 .616 
Action_Control_Beliefs.2 4.032 1 25 .056 
Tests the null hypothesis that the error variance of the dependent variable is equal across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
 
Tests of Within-Subjects Effects 
Measure: MEASURE_1  
Source 
Type III Sum 
of Squares df 
Mean 





27.197 1 27.197 .211 .650 .008 
Greenhouse-
Geisser 
27.197 1.000 27.197 .211 .650 .008 
Huynh-Feldt 27.197 1.000 27.197 .211 .650 .008 





291.641 1 291.641 2.265 .145 .083 
Greenhouse-
Geisser 
291.641 1.000 291.641 2.265 .145 .083 
Huynh-Feldt 291.641 1.000 291.641 2.265 .145 .083 






3218.618 25 128.745 
   
Greenhouse-
Geisser 
3218.618 25.000 128.745 
   
Huynh-Feldt 3218.618 25.000 128.745    
Lower-bound 3218.618 25.000 128.745    
 
 
Tests of Between-Subjects Effects 
Measure: MEASURE_1  
Transformed Variable: Average  
Source 
Type III Sum of 
Squares df Mean Square F Sig. 
Partial Eta 
Squared 
Intercept 291114.481 1 291114.481 366.787 .000 .936 
group 156.703 1 156.703 .197 .661 .008 
Error 19842.223 25 793.689    
 
Estimates 
Measure: MEASURE_1  
group time Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 
control 1 73.385 6.314 60.381 86.389 
2 70.154 5.576 58.670 81.637 
intervention 1 72.143 6.084 59.612 84.674 
2 78.214 5.373 67.148 89.280 
 
Pairwise Comparisons 
Measure: MEASURE_1  
time (I) group (J) group 
Mean 
Difference (I-
J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
1 control intervention 1.242 8.768 .889 -16.817 19.301 
intervention control -1.242 8.768 .889 -19.301 16.817 
2 control intervention -8.060 7.743 .308 -24.008 7.887 
intervention control 8.060 7.743 .308 -7.887 24.008 
Based on estimated marginal means 





Measure: MEASURE_1  
group (I) time (J) time 
Mean 
Difference (I-J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
control 1 2 3.231 4.450 .475 -5.935 12.397 
2 1 -3.231 4.450 .475 -12.397 5.935 
intervention 1 2 -6.071 4.289 .169 -14.904 2.761 
2 1 6.071 4.289 .169 -2.761 14.904 
Based on estimated marginal means 










Box's Test of Equality of Covariance Matricesa 





Tests the null hypothesis that the observed covariance matrices of the dependent variables are equal 
across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
Levene's Test of Equality of Error Variancesa 
 F df1 df2 Sig. 
Autonomy.1 1.049 1 25 .315 
Autonomy.2 .036 1 25 .851 
Tests the null hypothesis that the error variance of the dependent variable is equal across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
Tests of Within-Subjects Effects 
Measure: MEASURE_1  
Source 
Type III Sum 
of Squares df 
Mean 





161.282 1 161.282 .355 .557 .014 
Greenhouse-
Geisser 
161.282 1.000 161.282 .355 .557 .014 
Huynh-Feldt 161.282 1.000 161.282 .355 .557 .014 





175.949 1 175.949 .387 .539 .015 
Greenhouse-
Geisser 
175.949 1.000 175.949 .387 .539 .015 
Huynh-Feldt 175.949 1.000 175.949 .387 .539 .015 






11358.310 25 454.332 
   
Greenhouse-
Geisser 
11358.310 25.000 454.332 
   
Huynh-Feldt 11358.310 25.000 454.332    
Lower-bound 11358.310 25.000 454.332    
 
 
Tests of Between-Subjects Effects 
Measure: MEASURE_1  
Transformed Variable: Average  
Source 
Type III Sum of 
Squares df Mean Square F Sig. 
Partial Eta 
Squared 
Intercept 265618.096 1 265618.096 295.724 .000 .922 
group 10.096 1 10.096 .011 .916 .000 
Error 22454.904 25 898.196    
 
Estimates 
Measure: MEASURE_1  
group time Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 
control 1 70.538 7.480 55.133 85.944 
2 70.692 6.935 56.410 84.975 
intervention 1 73.286 7.208 58.441 88.131 
2 66.214 6.682 52.452 79.977 
 
Pairwise Comparisons 
Measure: MEASURE_1  
time (I) group (J) group 
Mean 
Difference (I-
J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
1 control intervention -2.747 10.388 .794 -24.141 18.647 
intervention control 2.747 10.388 .794 -18.647 24.141 
2 control intervention 4.478 9.630 .646 -15.356 24.312 
intervention control -4.478 9.630 .646 -24.312 15.356 
Based on estimated marginal means 





Measure: MEASURE_1  
group (I) time (J) time 
Mean 
Difference (I-J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
control 1 2 -.154 8.360 .985 -17.373 17.065 
2 1 .154 8.360 .985 -17.065 17.373 
intervention 1 2 7.071 8.056 .388 -9.521 23.664 
2 1 -7.071 8.056 .388 -23.664 9.521 
Based on estimated marginal means 










Box's Test of Equality of Covariance Matricesa 





Tests the null hypothesis that the observed covariance matrices of the dependent variables are equal 
across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
Levene's Test of Equality of Error Variancesa 
 F df1 df2 Sig. 
Self_Initiation.1 1.116 1 24 .301 
Self_Initiation.2 .007 1 24 .934 
Tests the null hypothesis that the error variance of the dependent variable is equal across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
 
Tests of Within-Subjects Effects 
Measure: MEASURE_1  
Source 
Type III Sum 
of Squares df 
Mean 





550.007 1 550.007 2.459 .130 .093 
Greenhouse-
Geisser 
550.007 1.000 550.007 2.459 .130 .093 
Huynh-Feldt 550.007 1.000 550.007 2.459 .130 .093 





93.546 1 93.546 .418 .524 .017 
Greenhouse-
Geisser 
93.546 1.000 93.546 .418 .524 .017 




Lower-bound 93.546 1.000 93.546 .418 .524 .017 
Error(time) Sphericity 
Assumed 
5368.012 24 223.667 
   
Greenhouse-
Geisser 
5368.012 24.000 223.667 
   
Huynh-Feldt 5368.012 24.000 223.667    
Lower-bound 5368.012 24.000 223.667    
 
Tests of Between-Subjects Effects 
Measure: MEASURE_1  
Transformed Variable: Average  
Source 
Type III Sum of 
Squares df Mean Square F Sig. 
Partial Eta 
Squared 
Intercept 289110.066 1 289110.066 474.336 .000 .952 
group .066 1 .066 .000 .992 .000 
Error 14628.107 24 609.504    
 
Estimates 
Measure: MEASURE_1  
group time Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 
control 1 72.833 6.031 60.386 85.281 
2 76.667 5.749 64.800 88.533 
intervention 1 70.214 5.584 58.690 81.739 
2 79.429 5.323 68.443 90.415 
 
Pairwise Comparisons 
Measure: MEASURE_1  
time (I) group (J) group 
Mean 
Difference (I-
J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
1 control intervention 2.619 8.219 .753 -14.344 19.582 
intervention control -2.619 8.219 .753 -19.582 14.344 
2 control intervention -2.762 7.835 .728 -18.933 13.409 
intervention control 2.762 7.835 .728 -13.409 18.933 
Based on estimated marginal means 





Measure: MEASURE_1  
group (I) time (J) time 
Mean 
Difference (I-J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
control 1 2 -3.833 6.106 .536 -16.435 8.768 
2 1 3.833 6.106 .536 -8.768 16.435 
intervention 1 2 -9.214 5.653 .116 -20.881 2.452 
2 1 9.214 5.653 .116 -2.452 20.881 
Based on estimated marginal means 








Pathways Thinking SDI:SR 
 
Box's Test of Equality of Covariance Matricesa 





Tests the null hypothesis that the observed covariance matrices of the dependent variables are equal 
across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
Levene's Test of Equality of Error Variancesa 
 F df1 df2 Sig. 
Pathways_Thinking.1 .184 1 24 .672 
Pathways_Thinking.2 .549 1 24 .466 
Tests the null hypothesis that the error variance of the dependent variable is equal across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
 
Tests of Within-Subjects Effects 
Measure: MEASURE_1  
Source 
Type III Sum 
of Squares df 
Mean 





37.231 1 37.231 .138 .714 .006 
Greenhouse-
Geisser 
37.231 1.000 37.231 .138 .714 .006 
Huynh-Feldt 37.231 1.000 37.231 .138 .714 .006 





30.769 1 30.769 .114 .739 .005 
Greenhouse-
Geisser 
30.769 1.000 30.769 .114 .739 .005 
Huynh-Feldt 30.769 1.000 30.769 .114 .739 .005 






6488.000 24 270.333 
   
Greenhouse-
Geisser 
6488.000 24.000 270.333 
   
Huynh-Feldt 6488.000 24.000 270.333    
Lower-bound 6488.000 24.000 270.333    
 
Tests of Between-Subjects Effects 
Measure: MEASURE_1  
Transformed Variable: Average  
Source 
Type III Sum of 
Squares df Mean Square F Sig. 
Partial Eta 
Squared 
Intercept 284752.000 1 284752.000 376.691 .000 .940 
group 355.692 1 355.692 .471 .499 .019 
Error 18142.308 24 755.929    
 
Estimates 
Measure: MEASURE_1  
group time Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 
control 1 76.538 5.987 64.183 88.894 
2 76.692 6.565 63.142 90.243 
intervention 1 69.769 5.987 57.414 82.125 
2 73.000 6.565 59.450 86.550 
 
Pairwise Comparisons 
Measure: MEASURE_1  
time (I) group (J) group 
Mean 
Difference (I-
J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
1 control intervention 6.769 8.466 .432 -10.704 24.243 
intervention control -6.769 8.466 .432 -24.243 10.704 
2 control intervention 3.692 9.285 .694 -15.471 22.855 
intervention control -3.692 9.285 .694 -22.855 15.471 
Based on estimated marginal means 






Measure: MEASURE_1  
group (I) time (J) time 
Mean 
Difference (I-J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
control 1 2 -.154 6.449 .981 -13.464 13.156 
2 1 .154 6.449 .981 -13.156 13.464 
intervention 1 2 -3.231 6.449 .621 -16.541 10.079 
2 1 3.231 6.449 .621 -10.079 16.541 
Based on estimated marginal means 










Box's Test of Equality of Covariance Matricesa 





Tests the null hypothesis that the observed covariance matrices of the dependent variables are equal 
across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
Levene's Test of Equality of Error Variancesa 
 F df1 df2 Sig. 
Self_Direction.1 1.415 1 25 .245 
Self_Direction.2 3.004 1 25 .095 
Tests the null hypothesis that the error variance of the dependent variable is equal across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
 
Tests of Within-Subjects Effects 
Measure: MEASURE_1  
Source 
Type III Sum 
of Squares df 
Mean 





84.630 1 84.630 .277 .604 .011 
Greenhouse-
Geisser 
84.630 1.000 84.630 .277 .604 .011 
Huynh-Feldt 84.630 1.000 84.630 .277 .604 .011 





179.445 1 179.445 .586 .451 .023 
Greenhouse-
Geisser 
179.445 1.000 179.445 .586 .451 .023 
Huynh-Feldt 179.445 1.000 179.445 .586 .451 .023 






7650.703 25 306.028 
   
Greenhouse-
Geisser 
7650.703 25.000 306.028 
   
Huynh-Feldt 7650.703 25.000 306.028    
Lower-bound 7650.703 25.000 306.028    
 
Tests of Between-Subjects Effects 
Measure: MEASURE_1  
Transformed Variable: Average  
Source 
Type III Sum of 
Squares df Mean Square F Sig. 
Partial Eta 
Squared 
Intercept 261238.187 1 261238.187 379.446 .000 .938 
group 3.224 1 3.224 .005 .946 .000 
Error 17211.813 25 688.473    
 
Estimates 
Measure: MEASURE_1  
group time Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 
control 1 72.923 6.254 60.043 85.803 
2 66.769 6.115 54.176 79.362 
intervention 1 68.786 6.026 56.374 81.197 




Measure: MEASURE_1  
time (I) group (J) group 
Mean 
Difference (I-
J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
1 control intervention 4.137 8.685 .638 -13.750 22.024 
intervention control -4.137 8.685 .638 -22.024 13.750 
2 control intervention -3.159 8.492 .713 -20.648 14.329 
intervention control 3.159 8.492 .713 -14.329 20.648 
Based on estimated marginal means 





Measure: MEASURE_1  
group (I) time (J) time 
Mean 
Difference (I-J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
control 1 2 6.154 6.862 .378 -7.978 20.286 
2 1 -6.154 6.862 .378 -20.286 7.978 
intervention 1 2 -1.143 6.612 .864 -14.760 12.475 
2 1 1.143 6.612 .864 -12.475 14.760 
Based on estimated marginal means 







Control Expectancy SDI:SR 
 
Box's Test of Equality of Covariance Matricesa 





Tests the null hypothesis that the observed covariance matrices of the dependent variables are equal 
across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
Levene's Test of Equality of Error Variancesa 
 F df1 df2 Sig. 
Control_Expectancy.1 2.236 1 24 .148 
Control_Expectancy.2 2.368 1 24 .137 
Tests the null hypothesis that the error variance of the dependent variable is equal across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
 
Tests of Within-Subjects Effects 
Measure: MEASURE_1  
Source 
Type III Sum 
of Squares df 
Mean 





11.000 1 11.000 .065 .800 .003 
Greenhouse-
Geisser 
11.000 1.000 11.000 .065 .800 .003 
Huynh-Feldt 11.000 1.000 11.000 .065 .800 .003 





262.385 1 262.385 1.559 .224 .061 
Greenhouse-
Geisser 
262.385 1.000 262.385 1.559 .224 .061 
Huynh-Feldt 262.385 1.000 262.385 1.559 .224 .061 






4040.173 24 168.341 
   
Greenhouse-
Geisser 
4040.173 24.000 168.341 
   
Huynh-Feldt 4040.173 24.000 168.341    
Lower-bound 4040.173 24.000 168.341    
 
Tests of Between-Subjects Effects 
Measure: MEASURE_1  
Transformed Variable: Average  
Source 
Type III Sum of 
Squares df Mean Square F Sig. 
Partial Eta 
Squared 
Intercept 299768.576 1 299768.576 461.006 .000 .951 
group 163.191 1 163.191 .251 .621 .010 
Error 15605.982 24 650.249    
 
Estimates 
Measure: MEASURE_1  
group time Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 
control 1 76.167 5.911 63.966 88.367 
2 72.583 5.768 60.679 84.488 
intervention 1 75.214 5.473 63.919 86.510 
2 80.643 5.340 69.621 91.665 
 
Pairwise Comparisons 
Measure: MEASURE_1  
time (I) group (J) group 
Mean 
Difference (I-
J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
1 control intervention .952 8.056 .907 -15.674 17.579 
intervention control -.952 8.056 .907 -17.579 15.674 
2 control intervention -8.060 7.861 .315 -24.283 8.164 
intervention control 8.060 7.861 .315 -8.164 24.283 
Based on estimated marginal means 






Measure: MEASURE_1  
group (I) time (J) time 
Mean 
Difference (I-J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
control 1 2 3.583 5.297 .505 -7.349 14.516 
2 1 -3.583 5.297 .505 -14.516 7.349 
intervention 1 2 -5.429 4.904 .279 -15.550 4.693 
2 1 5.429 4.904 .279 -4.693 15.550 
Based on estimated marginal means 











Psychological Empowerment SDI:SR 
 
Box's Test of Equality of Covariance Matricesa 





Tests the null hypothesis that the observed covariance matrices of the dependent variables are equal 
across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
Levene's Test of Equality of Error Variancesa 
 F df1 df2 Sig. 
Psychological_Empowerment.1 1.807 1 24 .191 
Psychological_Empowerment.2 .002 1 24 .964 
Tests the null hypothesis that the error variance of the dependent variable is equal across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
 
Tests of Within-Subjects Effects 
Measure: MEASURE_1  
Source 
Type III Sum 
of Squares df 
Mean 





191.671 1 191.671 1.289 .268 .051 
Greenhouse-
Geisser 
191.671 1.000 191.671 1.289 .268 .051 
Huynh-Feldt 191.671 1.000 191.671 1.289 .268 .051 





200.055 1 200.055 1.345 .258 .053 
Greenhouse-
Geisser 
200.055 1.000 200.055 1.345 .258 .053 
Huynh-Feldt 200.055 1.000 200.055 1.345 .258 .053 






3569.637 24 148.735 
   
Greenhouse-
Geisser 
3569.637 24.000 148.735 
   
Huynh-Feldt 3569.637 24.000 148.735    
Lower-bound 3569.637 24.000 148.735    
 
Tests of Between-Subjects Effects 
Measure: MEASURE_1  
Transformed Variable: Average  
Source 
Type III Sum of 
Squares df Mean Square F Sig. 
Partial Eta 
Squared 
Intercept 264550.077 1 264550.077 342.923 .000 .935 
group 52.000 1 52.000 .067 .797 .003 
Error 18514.923 24 771.455    
 
Estimates 
Measure: MEASURE_1  
group time Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 
control 1 72.583 6.884 58.375 86.791 
2 72.500 5.412 61.330 83.670 
intervention 1 66.643 6.373 53.489 79.797 




Measure: MEASURE_1  
time (I) group (J) group 
Mean 
Difference (I-
J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
1 control intervention 5.940 9.381 .533 -13.422 25.303 
intervention control -5.940 9.381 .533 -25.303 13.422 
2 control intervention -1.929 7.376 .796 -17.151 13.294 
intervention control 1.929 7.376 .796 -13.294 17.151 
Based on estimated marginal means 





Measure: MEASURE_1  
group (I) time (J) time 
Mean 
Difference (I-J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
control 1 2 .083 4.979 .987 -10.193 10.359 
2 1 -.083 4.979 .987 -10.359 10.193 
intervention 1 2 -7.786 4.610 .104 -17.299 1.728 
2 1 7.786 4.610 .104 -1.728 17.299 
Based on estimated marginal means 









Box's Test of Equality of Covariance Matricesa 





Tests the null hypothesis that the observed covariance matrices of the dependent variables are equal 
across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
Levene's Test of Equality of Error Variancesa 
 F df1 df2 Sig. 
Self_Realization.1 1.799 1 24 .192 
Self_Realization.2 1.626 1 24 .214 
Tests the null hypothesis that the error variance of the dependent variable is equal across groups. 
a. Design: Intercept + group  
 Within Subjects Design: time 
 
 
Tests of Within-Subjects Effects 
Measure: MEASURE_1  
Source 
Type III Sum 
of Squares df 
Mean 





254.327 1 254.327 1.041 .318 .042 
Greenhouse-
Geisser 
254.327 1.000 254.327 1.041 .318 .042 
Huynh-Feldt 254.327 1.000 254.327 1.041 .318 .042 





290.942 1 290.942 1.191 .286 .047 
Greenhouse-
Geisser 
290.942 1.000 290.942 1.191 .286 .047 
Huynh-Feldt 290.942 1.000 290.942 1.191 .286 .047 






5861.231 24 244.218 
   
Greenhouse-
Geisser 
5861.231 24.000 244.218 
   
Huynh-Feldt 5861.231 24.000 244.218    
Lower-bound 5861.231 24.000 244.218    
 
Tests of Between-Subjects Effects 
Measure: MEASURE_1  
Transformed Variable: Average  
Source 
Type III Sum of 
Squares df Mean Square F Sig. 
Partial Eta 
Squared 
Intercept 324690.019 1 324690.019 514.141 .000 .955 
group 50.019 1 50.019 .079 .781 .003 
Error 15156.462 24 631.519    
 
Estimates 
Measure: MEASURE_1  
group time Mean Std. Error 
95% Confidence Interval 
Lower Bound Upper Bound 
control 1 82.615 5.203 71.877 93.354 
2 73.462 6.348 60.361 86.562 
intervention 1 79.846 5.203 69.107 90.585 




Measure: MEASURE_1  
time (I) group (J) group 
Mean 
Difference (I-
J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
1 control intervention 2.769 7.358 .710 -12.418 17.956 
intervention control -2.769 7.358 .710 -17.956 12.418 
2 control intervention -6.692 8.977 .463 -25.220 11.835 
intervention control 6.692 8.977 .463 -11.835 25.220 
Based on estimated marginal means 





Measure: MEASURE_1  
group (I) time (J) time 
Mean 
Difference (I-J) Std. Error Sig.a 
95% Confidence Interval for 
Differencea 
Lower Bound Upper Bound 
control 1 2 9.154 6.130 .148 -3.497 21.805 
2 1 -9.154 6.130 .148 -21.805 3.497 
intervention 1 2 -.308 6.130 .960 -12.959 12.343 
2 1 .308 6.130 .960 -12.343 12.959 
Based on estimated marginal means 













 SDI Constructs 
 I. II. III. 
My Transition Portfolio Keys and Specific questions a. b. a. b. a. b. c. 
Key #2- My Dream 
What would you consider your Best Skill? X       
If you could choose any job using this skill what would 
it be? 
    X  X 
Checklist: Check off some things that you would need to 
do or work on (improve) in order to do the job stated. 
These are the things necessary for you to reach the 
dream you have for yourself (ex: drive a car, get a 
college degree, work on improving hygiene and self-
care, increase respect for others, increase reading skills, 
increase ability to take constructive criticism) 
  X X    
What are some additional things you might need to 
know or be able to do in order to do that job? 
  X     
Tell about something you do that makes you the 
happiest? 
X       
Where do you see yourself living in the future? X       
Where could you work in your own community in the 
future? 
       
How much money would you like to make at this job per 
hour? 
       
Who could you talk to about the dream you have for 
yourself? 
    X   
Dream Statement (includes: My dream statement- a 
paragraph about me, a brainstorm space, and the My 
Dream Poster Project) 
X X   X X X 
Key #5- My Self-Assessments 
Emotionally: Here are some things that I feel I am doing 
really well. 
X      X 
Recreationally: Here are some thing that I really want to 
do for fun. 
X       
Educationally: Here are some things that I feel I am 
doing really well. 
X       
Physically: Here are some things that I feel I am doing 
really well with my health. 
X       
Financially: Here are some ways that I can make more 
money or manage my money. 
X       
Relationally: Here are some things that I do really well 
in my relationships. 
X    X   
Spiritually: Here are some things that I do really well to 
feel connected spiritually. 
X    X   
My strengths and weaknesses- Checklist of questions (Yes, no, and two other possible responses to each) 
Do you have a good sense of humor? X      X 
Do you have a good memory? X      X 
Do you have a strong body? X      X 
Are you a good reader? X      X 
Are you good with numbers? X      X 
Are you a good decision maker? X      X 
Are you good at following a task list? X      X 




 SDI Constructs 
 I. II. III. 
My Transition Portfolio Keys and Specific questions a. b. a. b. a. b. c. 
Are you a good listener? X    X  X 
Are you organized? X      X 
Are you friendly? X      X 
Are you helpful? X      X 
Are you on time and punctual? X      X 
Are you good at reading maps? X      X 
Are you gentle and kind? X      X 
Do you have a lot of energy? X      X 
How long can you stay focused? X      X 
What are some of your strengths? (Brainstorm box) X      X 
My strengths and weaknesses brainstorm charts (My 
own strengths, weaknesses, and changes chart: strengths, 
things to improve, changes to make, things to accept) 
X    X  X 
My strengths work web (strengths connected to future 
job) 
 X     X 
Write all your strengths here and write some specific 
tasks that you might do at your chosen job. 
      X 
My strengths and weaknesses write-up.       X 
My strengths statement.       X 
Key #6- My Career Research 
My job choice: What job would you like to do in the 
future 
X X      
Specific tasks I could do on the job  X  X   X 
The knowledge I would need to have.  X  X   X 
The experience I would need to have  X  X   X 
Specific skills I would need to have  X  X   X 
The right personality for this job  X  X   X 
The abilities I would need to have  X  X   X 
The technology I would need to know how to use  X  X   X 
The education I would need to have for this job  X  X   X 
The job outlook for this career choice  X  X   X 
Is there anything more you would like to add to your 
career research 
       
My Career Section- Lists strengths and then relates them 
to specific tasks for chosen job.  
X      X 
My career research report outline (provides outline for 
the official Career Research Write-up) 
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